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CHAPTER I 
INTRODUCTION 
The problem.-- It is the purpose of this study to deter-
mine whether experimentally induced frustration in a classroom 
situation will bring about an increase in aggressive feelings or 
reactions and if so, to what extent. The assumption is that 
when the child meets a situation with which he is unable to cope 
for instance, as is the case in this experiment, with a learning 
situation involving material beyond his capacity, the situation 
will frustrate him and result in some manifestation of aggres-
sion. In this study the question is whether material presented 
in a deliberately difficult manner, presumed to be frustrating 
to the learner, increases his aggressive reaction. 
Justification of the study.-- A study of the results of 
research on the aggressive reactions of children indicate the 
need for further study in this field, especially at the inter-
_mediate grade level, and prompted the writer to make this study. 
It is hoped that the study may be an aid to the classroom teach-
er in understanding certain reactions and attitudes as demon-
strated by the pupils when disturbing and frustrating situations 
must be faced in the classroom. 
~ Method of the study.-- Utilizing two projective tech-
niques, preliminary measurecand frequence and nature of aggressio 
was obtained prior to the class being subjected to a series of 
~-====#:===============================11=----=·=-,"'--
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• 
• 
~rustrating classroom experiences. The ~rustration episode last 
ed ~or one week during which time academic experiences beyond th 
pupil's ability to achieve were introduced. At the end o~ the 
week the same projective devices were again administered to de-
termine whether there was an increase in aggressive response. 
These data were supplemented by in~or.mal observation by the exam 
iner. 
Scope o~ the study.-- The 60 children involved in this 
study live in a newly-developed section o~ a suburban town on th 
outskirts o~ a large metropolitan area. Most o~ the children ar 
o~ middle-class background and approximately one hal~ o~ the 
children come ~rom homes where one or both o~ the parents have 
had some college training. A very small number come ~rom under-
privileged homes. The subjects are all in their ~ourth year of 
school and range in age from 8.11 to 10.3 and in I.Q. ~rom 72 to 
140. 
These 60 children comprise two o~ the three ~ourth grade 
classes in the building. The writer's class o~ 30 children was 
used as the experimental group while a second ~ourth grade o~ 30 
children having similar ability and background was used as a con-
trol group. The third ~ourth grade was not used because it 
would have increased the number o~ children beyond the plan o~ 
this study. 
2 
Both the experimental and control groups of children 
were given two prestudies, the Rosenzweig Picture-Frustration 
Study and a Story Completion Study, designed speci~ically to 
measure aggression. In order to prevent excessive carry-over o~ 
====tf==== 
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responses in memory, three weeks were allowed to elapse after 
the initial administration of the measure before a series of 
frustrating experiences involving tasks too difficult for the 
children to achieve were introduced to the children undergoing 
the experiment. At the end of this period the two measures were 
ag~in given to both the experimental and control groups. 
Delimitation of the study.-- This study deals with only 
60 fourth grade pupils in one elementary school. All the pupils 
concerned in the study are approximately the same age, have ap-
proximately the same socioeconomic background and live within 
one mile of the school. 
The measures are limited to the Rosenzweig Picture-Frustra~ 
tion Study and a Story Completion Study, plus the writer's obser-
vation of the general reaction of the children in the classroom 
during the course of the experiment. Therefore, any findings in 
the study cannot be generalized beyond their frame of reference. 
Summary.-- This study will attempt to shed further light 
on the relationship between frustration and aggression in the 
classroom. This will be done by: (l) administering studies 
specifically designed to measure aggression, (2) by producing 
frustration experimentally in the classroom, (3) by readminister-
ing the studies to measure aggression after the introduction of 
the frustrating experiences, (4) and by comparing the pretest 
. - and posttest responses for changes in amount and kind of a.gg!f!'&s-
sive responses •. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
Aggression in General 
Background of aggression.,-- Throughout history we find 
recorded accounts of man rising against man and nation against 
nation. The stronger subdue the weaker only in turn to be brough 
down by one stronger than they. 
James recognized this unrest and conflict as coming from 
within the individual when he wrote: 
In many respects man is the most ruthlessly ferocious of 
beasts. As with all gregarious animals, 'two souls' as Faust 
says, 'dwells within his breast', the one of sociability and 
helpfulness, the other of jealousy and antagonism to his 
mates. Though in a general way he cannot live within them, 
yet, as regards certain individuals, it often falls out that 
he cannot live with them either. Constrained to be a member 
of a tribe he still has a right to decide as far as in him 
lies, of which other members the tribe shall consist. Kill-
ing off a neighboring tribe from whom no good thing comes, 
but only competition, may materially better the lot of the 
whole tribe •••• hence the fickleness of human ties, the eas~ 
with which the foe of yesterday becomes the ally· of today, 
the friend of today the enemy of tomorrow; hence the fact 
that we ••• must, whatever more pacific virtues we may also 
possess, still carry about with us, ready at any moment to 
burst into flame, the smouldering and sinister traits of 
character by means of which they lived through so many massa-
cres, harming others, but themselves unharmed.l 
Different views have been expressed as to the nature and 
genesis of the social conflict throughout history. Is man, as 
James sees him, the cause of the unrest in the world or is he its 
1William James, The Principles of Psychology, (New York: 
Henry Holt and Company, 1893), II, pp. 409-410. 
4 
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product? Since without the individual there could be no society, 
the unrest and upheaval within the nation would seem but a mag-
nification of the conflict within the individual himself. Science 
and social change have altered our means of aggression but have 
been unable to eliminate the aggressive nature itself. 
However, just as history records man's aggressive de-
structive nature, it also portrays his aggressive constructive 
nature. 
Constructive elements of aggression.--mAlthough aggres-
sion is usually spoken and thought of in the negative sense, it 
is important to remember the positive aspects of aggression. Ag-
gression is the motivating drive that is responsible for much of 
our leadership and technical advance. In discussing the positive 
aspects and the channeling of aggression White says: 
Aggression channeled with other tendencies can become an 
important asset for civilization as in the work of those who 
have been. angry at ~an's unhumani ty or at the unnecessary 
ravages of disease. 
Jensen also expresses the importance of properly channeled ag-
gression when he says: 
When the emotions bec·ome the masters of the individual 
they do immeasurable damage. Properly controlled, they fur-
nish the spice of life •••• 
Great deeds are performed by men not because of intellec-
tual urging, but because they were emotionally stirred to 
action. The efforts by men to keep their place in society, 
to protect their self-esteem, to improve their lot, to help 
others, to make the world a better place to live, all these 
are in the last analysis due to emotional background rather 
than intellection •••• While our complexes and conflicts are 
1Robert W. White, The Abnormal Personality, (New York: 
The Ronald Press Company, 1948), p. 129. 
~ 
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largely ~motional and are somewhat destructive in nature tne 
most profo~d pleasures in life are also of the emotional 
character. 
Thus, we can see how aggression is one of the paradoxes 
of human psychology. With its powerful drive we construct and 
destroy. Like any other facet of personality, aggression is an 
integrated part of the whole and not an isolated entity complete 
within itself. James realized the importance of studying the emo-
tional pattern as a whole when he wrote: 
The trouble with the emotions in psychology is that they 
are regarded too much as absolutely individual things. So 
long as they are set down as so many eternal and sacred psy-
chic entities ••• so long all that can be done with them is 
reverently to catalogue their separate characters, points and 
effects. But if we regard them as products of more general 
causes ••• the mere di~tinguishing and cataloguing becomes of 
subsidiary importance. 
The problem of aggression has multiple aspects but since 
this study is primarily concerned with aggression as a reaction 
to frustration further thought will be channeled within this 
limit. 
Frustration and aggression.-- The basic assumption of 
this study is that aggression is caused by frustration. From 
this assumption it could be concluded that aggressive behavior 
always presupposes the existance of frustration and that the 
presence of frustration leads to some form of aggression. How-
ever, aggression and frustration are in themselves somewhat am-
biguous terms and have been defined in ·many ways. 
1Arne S. Jensen, Psychology of Child Behavior, (New York: 
Prentice-Hall, Inc., 1938),pp. 379-380. 
2James, op. cit., p. 449. 
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Some Theories,of Aggression and Frustration 
Dollard's theory of aggression.-- Dollard has made a very 
complete study of frustration and its relation to aggression. He 
terms this relationship the frustration-aggression hypothesis and 
states that frustration and aggression can be defined either de-
pendently or independently. In his discussion of aggression he 
states: 
The dependent definition of aggression is that response 
which follows frustration, reduces only the secondary, frus-
tration-produced instigation, and leaves the strength of the 
original instigation unaffected •••• Aggression is inde-
pendently defined as an act whose ~oal-response is injury to 
an organism (or organism-surrogate) .1 
He defines frustration as n ••• that condition which exists when 
a goal-response suffers interference. 112 Something that occurs 
preventing the immediate or ultimate fulfillment of a desired 
ambition or goal is frustrating to the individual which in turn 
may produce some form of aggression. 
In his investigation Dollard attempted to learn if the 
amount of frustration increased proportionately to the amount of 
aggression, and what relationship punishment had to the inhibi-
tion of aggressive acts. His findings indicate that the amoUnt 
of frustration is directly proportionate to the strength of the 
instigation of aggression and that the anticipated punishment for 
the aggressive act directly affects the extent to which any act 
of aggression is inhibited. He found also that the strongest 
1John Dollard and others, Frustration and Aggression, 
(New Haven: Yale University fress, 1939), p. 11. · 
2Ibid., p. ll. 
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reaction aroused by frustration is to acts of aggression directed 
against the person or object directly responsible for the source 
of the frustration. There is decreasing intensity of aggression 
toward persons or objects less directly responsible for the frus-
trating experience. His findings indicate that a high degree of 
anticipated punishment prevents the carrying out of aggressive 
behavior, a fact which in itself is frustrating. As this cycle 
of frustration and aggression constantly increases, release of 
aggression is continually being blocked by anticipated punish-
.... ..: 
ment. In his discussion of this problem of the interference with 
the expression of acts of aggression Dollard says: 11 ••• the 
greater the degree of inhibition specific to a more direct act of 
aggression, the more probable will be the occurrence of less di-
rect acts of aggression."1 
Under such circumstances there is great likelihood that 
the inhibited aggression will be .displaced to different objects 
and find expression in modified forms. Dollard indicates that 
the forms in which aggression may be expressed and released are 
many and complex and states: 
of 
Aggression is not always manifested in overt movements bui 
may exist as the content of a phantasy or dream or even a 
well thought-out plan of revenge. It may be directed at the 
object which is perceived as causing the frustration or it · 
may be displaced ~o some altogether innocent source or even 
towards the self. 
From this study it can be deduced that to inhibit any act 
aggression is frustrating and conversely according to Dollard 
1Ibid.' p. 10. 
2Ibid~, P· 50. 
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" 
the occurrence of ariy act of aggression is assumed to reduce .... 
the instigation to aggression." When inhibited aggression is re-
leased against the self it can result in innumerable physical and 
neurotic symptoms. The most extreme form of self-aggression is 
suicide. 
Self-aggression may also occur through failure to make an 
adjustment to frustration which arises when the attempt at curb-
ing aggression is so severe that there is no outlet left for re-
ducing tension. Aggression can be suppressed to the extent that 
an individual has difficulty expressing aggression or of even be-
ing aware of aggressive feelings within himself. White realizes 
the importance of making a proper adjustment to aggression when 
he says: 
When aggression is too forcibly driven underground it 
either wrecks the individual adjustment or comes back in dan-
gerous and irrational ways. An adjustive pattern of controls 
and outlets must be1 compatible with both individual health and social welfare. 
Rosenzweig's theory of frustration.-- Rosenzweig has like-
wise done a great deal of research into the field of frustration 
and various reactions to different forms of frustration. In dis-
. . . 
tl cussing his theory of frustration Rosenzweig says: frustra-
tion occurs whenever the organism meets a more or less insurmount 
able obstacle or obstruction in its route to the satisfaction of 
any vital need~ 2 
l White, op. cit., p. 130. 
3saul Rosenzweig, "An Outline of Frustration Theory", 
Personality and Behavior Disorders, Ed. J. MeV. Hunt (New York: 
Ronald Press, 1944), I, p. 380. 
9 
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The situation representing the frustration he calls stress 
which results in the corresponding distress or tension of the 
organism. 
He says that these frustrating or stress situations may be 
classified as active and passive. A passive frustration would be 
itself impassible in nature but would not within itself be threat-
ening -- as for example a locked door when the individual has no 
key. The door would prevent entrance to the desired room but 
would in itself cause no threat. On the other hand, active frus-
trations not only have the characteristic of being impassible in 
character but are within themselves dangerous. For example a 
policeman barring the entrance to some desired highway. The po-
liceman himself is a threat and a frustration as well as the 
additional frustration of not being allowed on the highway. Con-
cerning these various forms of stress or frustration Rosenzweig 
says: u ••• Whereas passive obstructions entail only t~e need 
which is frustrated, active ones involve additional needs pertain 
ing to the immediate security of the organism11 • 1 
Rosenzweig's theory of reaction to frustration.-- In con-
cord with his theory of frustration, Rosenzweig has developed his 
concept of reactions to frustration. A three-fold division of 
frustration has been attempted by Rosenzweig and it is upon the 
basis of this theory that his Picture-Frustration Study is con-
·~ structed. He used the terms extrapunitive, intropunitive, and im-
punitive in describing the three-fold division of frustration. 
1Ibid., p. 381. 
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According to Rosenzweig, extrapunitive responses include 
those in which the individual aggressively attributes or projects 
his frustration upon external beings or things. This is associat 1 
ed with the emotions of anger and resentment. 
On the other hand intropunitive responses are those where I 
the individual aggressively attributes the frustration to himself 
and are accompanied with emotions of guilt and remorse. Rosen-
zweig indicates that, "The inturning of aggression is perhaps a 
consequence of the inhibition of its outward expressionn.l 
In the third category, impunitive responses, he attempts 
to avoid blame altogether, both in others and in ~ne~s self and 
to gloss over the frustrating situation. Impunitive responses 
differ from both the extropunitive and intropunitive responses in 
that here aggression does not appear to be the motivating force. 
In developing his theory of frustration and reactions 
thereto, Rosenzweig provides a positive note in his concept of ·I 
frustration tolerance. By frustration tolerance, he means the 
capacity of an individual to endure frustration over a period of 
time without making immediate efforts to release the tension or 
gratify the need. The individual may hold a "grudge" against, OI 
a dislike for someone in his mind yet make no immediate attempt 
to carry out any aggression, or display his feelings. In diseuse~ 
ing this concept Rosenzweig describes frustration tolerance as: 
"•. • an 
failure 
individual's capacity to withstand frustration without I 
of psychobiological adjustment, i.e., without resorting tp 
1Ibid., p. 383. 
J.l 
I. 
,I 
inadequate modes of response". 1 He feels that this frustration 
tolerance is a natural outcome of the learning process. In the 
course of growing up a child learns that reality demands certain 
restrictions of gratification and behavior and is thus guided in 
his actions by possible consequences in the future as well as the 
immediate pleasure he might receive. The important aspect here 
is the capacity of the individual to delay gratification of a 
desire. In commenting upon this concept Symonds indicates that 
"This capacity to tolerate frustration without demanding.an 
immediate satisfaction response is something which comes with 
increasing maturity". 2 For example if a toy is taken away from a 
baby he will at once cry out and attempt to restore it. An in-
fant will not wait but wants what he sees immediately. However, 
adults, according to Rosenzweig, have learned to tolerate depri-
vation and want by postponing the immediate satisfaction of their 
desires. 
According to this concept, if a child's wants are imme-
diately satisfied, he does not experience sufficient frustration 
to meet future requirements. Symonds explains this concept by 
tl the learnings which help him to adapt to the world stating: • • • 
l . 
Ibid., p. 385. 
2:P erci vil M. Symonds, =T~h;.::e:..._.:D..z.yn~am~i~c:!::s~o-=f-=H~um=an~.::::A:=d:...~.j-=u:!:::::s~t-=m~e~n~t, 
(New York: Dryden Press, 1955), p. 63. 
3Ibid., p. 63. 
. I 
I 
I 
I 
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Similarly when the amount of frustration is too great the 
child is unable to learn adequat~ methods of overcoming it, and 
tolerance to frustration is not developed. 
Thus it would seem, according to this concept of frustra-
tion tolerance, that a ratio between security and frustration is 
necessary in order for the child to make a satisfactory adjust-
ment.; and if a child is given a sufficient amount of security in 
an e~vironment where he has problems to meet that are not over-
whelming in nature, he will generally learn to tolerate frustra-
tion. 
Murray's theory of personality.-- Murray developed a theor~ 
of personality in which he used as his personality variables cer-
tain driving forces, general attitudes, and developme~tal modes~ 
These he rated on a zero to five scale for degree of intensity .. 
In the final form of the study over 40 variables were used on the 
subjects. The findings obtained from the results of these varia-
bles form the basis on which he developed his theory of person-
ality. 
In order to bring into prominence various aspects of per-
sonality he ueed a series of interviews, tests, and experimental 
procedures. Various mechanical aids were also used although 
Murray doubts that any crucial problems in psychology can be 
solved by such instruments. 
~ As a basis for his study Murray assumed that each measur-
able aspect of the personality is but one facet of the whole and 
that any response made will-be in ~art determined by the after-
~=======~l~e~.f~fect~ Qt~evi~~~ -~P~en~s. 
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The ~ey words in Murray's theory of personality are need 
and press and he defines need as: 
••• a hypothetical process the occurrence of which is 
imagined in order to account for certain objective and sub-jective facts. • •• a need ••• closely resembles in all its 
relationships the inner feeling of teDfion which seems to 
impel us to strive for a certain goal. 
Need can be felt within as the force of desire. It is an 
impulse which emerges from the past and is not readily subdued 
until it has be'en satisfactorily met in some way. 
According to Murray needs may be divided into (l) primary 
or viscerogenic and (2) secondary or psychogenic needs. Viscero-
genic needs relate to physical satisfactions and psychogenic 
needs to mental or emotional satisfactions. 
Viserogenic needs include air, water, food, sex, harm 
avoidance, etc. These needs are not all of equal importance, 
their importance depending to a large extent on the individual 
personality. According to Murray any particular need 11 ••• does 
not usually become a dominant element of personality if there is 
no obstruction to its satisfaction11 • 2 For example air is one 
. 
of the most essential of all needs, for without it death would 
result in three or four minutes. Yet, air is free. The gratifi-
cation of this need can be assumed and it may be disregarded. 
On the other hand secondary or psychogenic needs are felt 
to stem from primary needs and include wishes and common reactiot 
systems. Included among these psychogenic needs are acquisition, 
1Henry A. Murray, Explorations in Personality, (New York: 
Oxford University Press, 1938), p. 64. 
2Ibid., P• 79. 
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construction, superiority, dominance, affiliation, abasement, and 
aggression. 
Although an attempt has here been made to identify needs 
and to list by name a few of the many, they must not be thought 
of as entities in themselves. Within a short period of time many 
needs may arise, each of which may have been evoked by some newly 
arising circumstances. However, when a decision is made it is 
quite possible that many needs will be satisfied in succession, 
or when we find pleasure in something there is also found to be 
a lowering of need tension. 
IV;urray has further grouped needs into those that are con-
scious and those that are unconscious. Conscious needs are 
those of which one is aware and able to verbalize and recall. 
Unconscious needs manifest themselves in dreams, emotional out-
bursts, slips of the tongue, unpremeditated acts, and in numerous 
disguised forms fused with acceptible conscious needs, compul-
sions, and various forms of projection. 
The counter-part of Murray's theory of personality is the 
aspect of press and in explaining this term he states: "The 
press of an object is what it can do to the subject or for the 
subject -- the power that it has to affect the well-being of the 
subject in one way or another."1 
He further states that: 
We have selected the term press ••• to designate a direc-
tional tendency in an object or situation. Like a need each 
1Ibid.' p. 121. 
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press has a qualitative aspect -- the kind of effect which 
it has or might have upon the subject (if the subject 
comes in contact with it and does not react against it) --
as well as a quantitative as~ect since its power for harming 
or benefiting varies widely. 
In discussing this problem further Murray feels that some 
individuals, because of a particular aspect of their personality, 
(disorderly, quiet) have need for certain kinds of press, which 
in turn arouse certain needs in others as for example the need 
of aggression, rejection, etc. Perhaps this complex interplay 
of press and need can be understood more clearly if we are able 
to grasp how they arise and develop within childhood and continue 
in some form throughout life. 
Frustrations and Chronological Development 
Frustrations of infancy and early childhood.-- The under-
lying concept of psychoanalysis calls attention to the impres-
sionability of young tissue, the durability of the impressions 
received, and the determining effect of these upon the whole 
course of development. If this is true the earliest experiences, 
though unremembered by the subject, may be lastingly important. 
At birth the strength of needs does not appear to be equaJ 
in all children. These needs are later increased or decreased 
according to the frequency of their gratification. Some needs 
may arise later in life because of a chance gratification of the 
• 
need as for example the need for morphine. The gratification or 
frustrations of a need in early life depends largely upon the 
1Ibid., p. 118-119. 
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parents since they are free to reward or punish any type o£ 
behavior. Sudden frustration of a need after a period during· 
which it has found gratification leads to tension. 
In MUrray's discussion of press and need in relation to 
childhood events he states: 11 ••• every situation that is not 
inert will have an effect ••• on the subject's well-being; it 
will be a 'promise' to satisfy or a 'threat' to frustrate a need. 
A press, by definition, is just such a beneficial or harmful 
process."l The press of family insupport is an example of one 
of the many presses of childhood. To a child the support of the 
family structure is important for he must depend upon this in-
stitution for the gratification of all of his needs. Not only 
in childhood is the need of support important, but a basic need 
and necessity for human existance is the continued presence of 
support. 
Among t~e many childhood needs besides that of family 
support are the needs for achievement, activity, and aggression, 
all of which depend in their intensity upon the degree of press 
and may have either harmful or beneficial results. The need 
for aggression is readily observed in children and must be given 
a great deal of consideration in attempting to explain their 
behavior. 
Ambivilance as a cause of aggression in children.-- One of 
libid.' p. 290. 
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the earliest needs ~or aggression that the child encounters is 
through his attempt to answer the complex riddle o~ love and hate 
which he experiences ~or a particular person. The child's ~irst 
acquaintance with the world comes through those without whom he 
could not survive and at the s~me time those individuals make 
certain socializing demands on him contrary to his nature. In 
discussing this problem White says: "The child's ~irst social 
experiences, those taking place within the ~amily circle, occur 
wit~ people upon whom he is dependent, whom he loves, but who 
make demands on him which arouse aggressive ~eelings11 • 1 The 
mother gives the child love and care and at the same time trains 
him to help himsel~ and demands con~ormity to socially approved 
personal habits. Siblings serve as play-mates and at the same 
time serve as rivals in relations with parents. The child is re-
warded by love or receives punishment ~rom the parent as he con-
~orms or ~ails to con~orm to expected patterns o~ action. 
Early in li~e the child experiences punishment as a result 
o~ his own rebellion or aggression. According to Bender "he soon 
learns that he has to check many o~ his aggressive acts in order 
to escape punishment. The child ~eels he is continually threat-
ened."2 Symonds sees punishment as a universal method o~ control 
and says; 
••• a child's aggressive tendencies must be curbed; he 
must be guided and controlled in his comings and goings, and 
-1 White, op. cit., p. 130. 
2Louretta Bender, Sylvia Keiser, and P. Schilder, "A 
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he must be restrained from endangering his life or from harm-
ing property. Despite the necessity of this preventing and 
directing behavior, it will be interpreted by the child as 
punishm.ent.l 
On the other hand :£-iurray feels that if no punishments are admin-
istered it could be supposed that the child is unusually coopera-
tive, the parents are unusually understanding or afraid if they 
do punish they will lose the child•s love. 
Therefore, judging from these studies it would appear thai 
a certain amount of punishment is necessary and generally expect-
ed in the rearing of a child. When administered by an understandr-
ing parent who explains the reason and need for such action it 
should have no ill effect upon the child. 
Development of moral nature in children and its effect 
upon frustration and aggression.-- Notwithstanding the various 
views relative to punishment, from the very beginning of a 
child's life his display of aggressiveness is checked by the 
counteraggressiveness of the adult. The child learns that there 
are good and bad actions, and that the bad ones are those for 
which he receives punishment. However, there is no real under-
standing on the part of the child of good or bad, right or wrong. 
Bender says that to the child, "Good and bad are merely actiqns, 
which the adult with executive power likes or dislikes 11 • 2 
Children live in the present, guided by immediate impressions 
and desires, they change their moral orientation to suit the oc-
1 casion. When children receive punishment for an aggressive act 
19 
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they do not react to the act that causes the punishment but as 
Bender states ttmerely to a deprivation which is unbearable."1 
Bender further feels that children cannot understand their 
parents' or some adults' conception of good and bad but states 
that "they have a strong feeling of guilt and consider themselves 
to be bad"2 when they do not conform to adult standards. 
Symonds realizes the lasting impressions these childhood 
conceptions make upon an individual when he states: 
The standards and values which a person absorbs when !ery 
young are retained by him throughout his life, and even ~n 
adult years he can become sensitive over faults which were 
criticized in his childhood. To be sure, there is a constant 
modification of our standards and values as experience accum-
ulates. However, the more immediate experiences are rela-
tively weak in deciding the basic values of a person as com-
pared with those influences which were operating on him and 
directing him when he was very young.3 
These early concepts and values form the basis on which 
the child will unconsciously form his philosophy of life. How-
ever, as he develops and matures the child is forced to conform 
and fit into a pattern of society already established. He is 
forced to change his habits and accept ready-made solutions to 
problems and is restricted in his desire to explore the situation 
itself. Dollard sees childhood as ua period of persistent, 
forced, and sometimes violent changes in habits. 11 4 As the child 
develops from infancy he must change his food habits, develop 
socially accepted toilet habits, learn to walk where he had for-
1Bender, op. cit., p. 513. 
2Ibid. , p. 513. 
3symonds, op. cit., p. 368. 
20 
4nollard, ~cit., p. 57. ~~=-========*=======~~~~~~~~~~~==~~================================~======== 
I 
I ;I 
ii 
'· 
II 
merly been carried, give up his infantile speech pattern in favor 
of accepted language structures, and conform to accepted table 
manners. 
Anger as a release of aggression.-- During the learning of 
these socially accepted habits the child will become frustrated 
and will display his frustrated feelings through numerous aggres-
sive manifestations. Jersild sees anger as a possible expression 
of the frustrated feeling caused by the blocking of this early 
pattern of behavior when he says: 
Anger can be aroused by the thwarting of wishes, forcible 
restraint, interference with movement, and the blocking of 
activities that are in progress. The younger the child, the 
more his anger will turn upon an interference with his phys-
ical activities; as he grows older, the conditions that may 
cause anger include not only actual bodily restraint but also 
interference with his possessions, plans, and purposes.l 
Anger may find its expression in numerous ways, however, the most 
frequent single expression of anger is through crying. This form 
of expression decreases with age, and expressions of anger may 
become so well disguised that they are very difficult to detect. 
In commenting upon the hidden forms of anger Jersild indicates: 
A whisper behind the offending person's back may take the 
place of a blow on his chin; or the attack upon the object of 
anger may be cloaked in humor, or take the form of satire. 
The angry person may claim that his indirect attack upon some-
one is not due to personal feelings but is to uphold a cause 
or a principle.2 
A list of all the substitute forms used for overt attacks of ang-
er is a study within itself, however, anger is not the only mani-
1Arthur Jersild, Child-Psychology, (New York: Prentice-
Hall, Inc., 1936), p. 99. 
2Ibid., p. 105. 
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festation of the aggressive behavior caused by childhood frustra-
tions. Jealousy is another common release for aggressive feel-
ings. 
Jealousy as a release of aggression.-- The causes of jeal-
ousy are very similar to those of anger and consist primarily 
with the interference of activity. In discussing differences be-
tween the two emotions Jersild says: "However, jealousy usually 
applies to a chronic or lingering condition of resentment rather 
than to a fleeting outburst; likewise it is directed toward other 
individuals, while anger may be directed toward anything includ-
ing oneselfn.1 Behavior indicitive of jealousy is likewise lit-
tle different from that of anger. This behavior ranges from 
overt attack upon the individual to cruelty of various types such 
as teasing, mocking, gossiping, and various attempts at humiliat-
ing. Jersild indicates still other more indirect forms of re-
lease when he states: 
Again, the reaction may take the form of swaggering, strut-
ting, assuming a conspicuous attitude or nonchalance, obvious 
ignoring, and substitute reactions-in the form of vindictive 
plans, daydreams of self-glorification, and wishes that mis-
fortune may befall the offending individual.2 
Frustrations of the pre-school child.-- The various dis-
guises through which jealousy and aggression may manifest them-
selves are innumerable. However, we must conclude that patterns 
of behavior developed in response to a frustrating situation in 
early life will have a lasting influence upon the personality of 
1Ibid., pp. 105-106. 
2Ibid., p~ 107• 
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the individual. As the child matures the social habits, which at 
one time caused him untold threat also become woven into the 
thread of his personality. He is now ready to turn for friend-
ships from his closely knit family unit to children of his own 
age in the neighborhood. If the child has not developed some 
technique of social intercourse he may be left out of the group 
to find his own interests. At the same time Jersild feels that 
normal children usually have little difficulty in making friends 
when he says: 
The terms 'friendly' and 'unfriendly' early in the child's 
career apply no more to his contacts with people than to his 
contacts.with immediate objects. The conditions which lead 
him to be friendly or hostile to the little neighbor next 
door do not· seem to differ essentially from the conditions 
which impel him to like his tricycle and to dislike punish-
ment. However, the normal child is usually more often be-
friended than abused, and his attitude is therefore more like 
ly to be friendly than otherwise. 
On the other hand adjustment to new surroundings and asso-
ciates is not free from conflict. In observing a group of young 
children at play, a great many conflicts between the various mem-
bers will be noted. Such conflicts arise when one child wants a 
toy belonging to someone else, one gets into another's way or at-
tempts to direct the activities of another. One child may even 
appear to deliberately push or attack another child without provo-
cation. 
In discussing research done concerning such overt acts of 
children during play Millard does not find their mild malicious 
acts to be basically aggressive in nature and says: "Aggression 
1Ibid., pp. 135-136. 
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is not usually. regarded by research workers in the field as a 
negative type of response adopted by children who wish to be con-
trary or difficult. This type of behavior is usually thought to 
be a reaction to some obstacle in the achievement of a goal".1 
However, Bender does not seem to be in complete agreement with 
the above findings when he says: 
The youngest age groups express their aggressiveness free-
ly, verbally, and in play, but the older age groups are in-
clined to be inhibited and often a play situation or other 
indirect method by which they can unconsciously express their 
aggressiveness in the idea of the punishment of others for 
their sins is needed. Aggressiveness against a group is ex-
pressed more freely than aggressiveness against individuals. 2 
After his history of in-family frustrations and frustra-
tions in developing friendships and exploring the world outside 
of his immediate family, the child must now meet a new pattern of 
frustrating experiences. He is sent to school. The home with 
its familiar setting must be abandoned for a part of the day and 
the child enters an atmosphere where he must tolerate many more 
rivals than in the home. 
School frustrations and the child.-- In school the child 
is confronted with commands, 11 sit down", "be quiet 11 , and as Doll-
ard says, "The freedom of the child to practice its own satisfac-
tory response-sequences must be abandoned to a considerable de-
gree."~ The problem of conforming his behavior to this new set 
of standards as well as competing during the process of learning 
1aecil V. Millard, Child Growth and Development in the 
Elementary School Years, (Boston: D. G. Heath and Company, 1951), 
p. 236. 
2Bender, op. cit., p. 523. 
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and gaining status with other children occupies much of the 
child's attention during the elementary school years. 
During these beginning school years, often the more social-
ly active a child is, the more confl~ot he becomes involved in. 
Quarrels seem to of necessity accompany the forming of friend-
ships and are found to a large extent even among close companions 
Formation. of gang relationships.-- As the child advances 
through school between the middle and upper elementary grades 
children begin to develop group relationships. The gang becomes 
the means of gaining recognition and finding a means of social 
support. The home becomes less important to the child and his 
loyalty to the gang competes with interest in family activities. 
The gang represents a spontaneous grouping of individuals drawn 
closer through mutual conflict and problems. The primary purpose 
and behavior of the gang is an attempt to solve problems and gain 
social status. 
Within this structure the child will be able to exercise 
his concept of leadership and gain a recognized standing within 
his group. In discussing the importance of such a group within 
a child's development Thrasher says: 
Any standing in the group is better than none and there is 
always the possibility of improving one's status. Participa-
tion in gang activities means everything to the boy. It not 
only defines for him his position in the only society he is 
greatly concerned with, but it becomes the basis of his con-
ception of himself.l 
1F. M. Thrasher, The Gang, (Chicago: University of Chicago 
Press, 1927), P• 332. 
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In thinking of gangs and their activities there is often a 
~endency to think of aggressive behavior. However, the gang need 
~ot necessarily be antisocial and destructive; the gang may give 
the child an opportunity to manage his own affairs and contribute 
to a sense of his personal worth. Children who come from homes 
in which they feel security are likely to assume desirable gang 
activity. The importance of a stable home is indicated by Millar< 
in his discussion of negative attitudes displayed by gangs. He 
states that: "Children who feel rejected, frustrated, and in con-
flict with home and school are likely to form negative and harm-
ful gang relationsn.1 
Aggression can be controlled by various forces and educa-
tional processes, however, as has been seen, aggression has its 
positive as well as its negative values, and must be channeled 
~ithout being eliminated. Much interest has arisen within the 
last quarter of a century in developing means by which different 
aspects of the personality might be measured. In studies of per-
sonality, the aggressive aspect has been given considerable at-
tention. 
The Projective Method 
The development of projection as a method of measuring 
uersonalitv.-- One of the most effective methods by which person-
ality has been measured or evaluated is through the medium of 
~rojection. Projection may be considered as a form of adjustment 
4Millard, op. cit., p. 233. 
26 
and has been defined by White as: "the attribution of one's own 
thoughts, feelings and impulses to other persons or bbjects in 
the outside world 11 .. 1 Symonds had a very similar view concerning 
projection when he said: 
••• projection is the reference of impulses, thoughts, 
feelings, and wishes originating in the person himself to 
persons and objects in the outside world. Projection, in 
short, is taking one's own thoughts and impulses and attrib-
uting them to another person. It is the mechanism by which 
one is able to deny the reality of his disagreeable thoughts 
and feelings, and by which one ~ttributes similar thoughts 
and feelings to another person. 
Fenton likewise sees projection in much the same light when he 
says: "··• is one way to meet conflict or frustration by direct-
ing the guilt away from the self and projecting it unto another, 
or by hurdling neutral obstacles or limitations and attaching one-
self to the life or experiences of another person".' 
The use of projection as a medium by which to evaluate per-
sonality was first utilized by Freud through his method of free 
association whereby the individual was told to relate everything 
that occurred to him without regard for constraints of logic or 
decency. · 
However, the first test to be termed a projectiv~ test was! 
developed in 1900 by Jung. Instead of Freud's free association, 
Jung devised the word association test by which a list of words 
is given and the subject is to reply with the first thought that 
comes to his mind. 
1White, op. cit., p. 242. 
2 Symonds, op. cit., p. 296. 
3Norman Fenton, Mental H;~iene in School Practice, (Stan-
.Pn'I'!A na1;.PI"''T"I'da• H+.an.Pprd University Press, J94..3J__., p. 2~6 
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Interest continued in the study of personality through the 
medium of projection and Hermann Rorschach in 1921 published his 
work with ink blots by which he showed that what a person saw in 
relatively meaningless ink blots could indicate a great deal 
about his personality. 
The Thermatic Apperception Test (TAT), another projective 
device to gain wide popularity was introduced in 1935 by Morgan 
and Murray. In this test the subject is given a picture of in-
definite content and asked to make up a story about '~he' picture. 
In explaining the test Murray says: 
The test is based upon the well-recognized fact that when 
a person interprets an ambiguous social situation he is apt 
to expose his own personality as much as the phenomenon to 
which he is attending. Absorbed in his attempt to explain 
the objective occurrence, he becomes naively unconscious of 
himself and of the scrutiny of others and, therefore, defens-
ively less vigilant. To one with double hearing, however, 
he is disclosing certain inner tendencies ~d cathexes; wish-
es, fears, and traces of past experiences. 
More recently many tests have been developed to study per-
sonality but few have reached standardization. At the present 
time the Rorschach is the most popular and widely used of the 
projective devices. 
Regardless of what test is used as a projective measure 
the basic assumption underlying the test is that the individual 
unconsciously projects certain aspects of his personality into 
the task which he is asked to perform. The subject is confrontea 
with a somewhat ambiguous and unstructured situation -- an incom-
. 
plete story; a meaningless'picture, an ink blot, paper and pencil, 
1Murray, op. cit., p. 531. 
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an array of toys, and is asked to do something with them. White 
seems to feel that it is through the freedom and lack of struc-
ture in the projective situation that the individual reveals him-
self when he states: ttHaving no conventional patterns to follow, 
he is obliged to fall back on his own preferences and peculiari-
ties, and it is in this way that he reveals himselfn.1 
There are, however, numerous means by which projection 
may be expressed outside the testing situation. Projection is 
often expressed in the form of open aggression. Name calling 
and bodily attack can be forms of projection. Symonds expresses 
this view when he says: ttThis open aggression by which children 
try to project their bad wish-selves off unto others may be in 
the form of bodily attacks or in the less obvious but equally 
telling habit of calling Il.BID.es". 2 Again an individual may urge 
another to do what he would like to see accomplished but does noi 
dare to do himself. One child might persuade another to destroy 
school property or write the teacher a derogatory note, -- he 
does not have the courage to do this himself but it gives him 
satisfaction to see it accomplished. Persecution, criticism, 
and intolerance are also spoken of as forms of projection. Sy-
monds sees intolerance as a projection of one's own shortcomings 
and states: "Intolerance of various kinds, whether religious, 
racial or political, may be the projection of blame for one's 
own defeat or inability to completely dominate the situation11 .3 
1Wbite, op. cit., p. 181. 2 . 
Symonds, op. cit., p. 312. 
3Ibid., p. 312. 
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Rosenzweig Picture-Frustration Study as a projected tech-
nique.-- As has been seen above numerous projective tests or de-
vices have been published for the purpose of studying the total 
personality. However, since this study is limited to the ag-
gressive aspect of personality, The Children's Form of the Rosen-
zweig Picture-Frustration Study was chosen as its primary object-
ive in the measurement of aggression in response to frustration. 
According to the author, Saul Rosenzweig: "Th~ procedure at-
tempts to evaluate typical modes of response ~ everyday situa-
tions of stress by allowing the individual to identify with and 
respond for anonymous figures in appropriate cartoon-like draw-
ings".1 This test has been described by Clarke as: 
••• a controlled projective technique designed to assess 
patterns of reaction to typical stress situations. It may 
be considered projective in the usual sense, in that the 
subject is assumed to express something of his own personal-
ity and pattern of reaction by the manner in which he inter-
prets and deals with ambiguous stimulous material. As a 
controlled technique, however, it is designed to evaluate 
only one particular aspect of personality -- reactions to 
frustration.2 
According to its author this Picture-Frustration technique 
stems in part from the word-association test. At the same time 
it is somewhat similar to the Therm.atic Apperception Test:in its 
use of pictures of people. However, it differs from.both the 
TAT and the word association techniques in that the Rosenzweig 
Picture-Frustration Study has a specific goal which it aims to 
~ 1Saul Rosenzweig, Edith E. Fleming, and Louise Rosenzweig, 
"The Children's Form of the Rosenzweie; Picture-Frustration Study", 
The Journal of Psychology, XXVI (1948), p. 141. 
2H. J. Clarke, "The RGsenzweig Picture-Frustration Study"~ 
An Introduction to Projective Technigues,~Ed.)Harold Anderson ana 
G. L. ~d~rson _(New York: Prentice-Hall, 1951}, p. 31~.4~·!=:====· =It:===="" 
measure. 
The test does have a specific goal, reaction to frustra-
tion, which it attempts to me~sure but how accurately can this 
goal be reached? Lindzay feels that, since the test is designed 
to focus upon a small number of variables, there is greater hope 
of obtaining a definite statement of validity and states: 
When compared to projective techniques such as the Ror-
schach or Thermatic Apperception Test, the task of validating 
such an instrument is infinitely more approachable. This ad-
vantage derives largely from the contrast between the Picture· 
Frustration Study and most projective techniques in the num-
ber of variables the test is designed to measure. The oppor-
tunity to focus upon a small set of clearly specified varia-
bles results in an immediate clarification of goals and rises 
one's hopes of arriving at fi~ite statements concerning the 
general validity of the testa 
Some research involving the Rosenzwei~·Picture-Frustrationj 
1G. Lindzay and R. M. Goldwyn, "Validity of the Rosen- I 
zweig Picture-Frustration Study", Journal of Personality, XXII, I 
(1954), p. 520. 1 
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Frustration Study to aggres~ion in overt behavior. No relation 
was found between the Picture-Frustration Study and extrapuni-
tive, intropunitive, and comparible measures of assertiveness as 
measured by a modified TAT. However, he did report that in the 
extremes of the two measures, there appeared-to be a relation 
between the two instruments. 
In using the Picture-Frustration Study to study psychia-
tric patients, Symohds(45)found some approach to significance be-
tween scores on the Picture-Frustration Study and ratings of 
aggression made during a stress situation as well as a psychia-
trist's rating of aggression. 
Albee(2)also made a study of the ability of the Rosenzwei~ 
Picture-Frustration Study to predict overt aggression in psy-
chiatric patients and found no relationship between ratings of 
overt aggression for a group of psychiatric patients and Picture-
Frustration scores. 
French(l5)attempted to measure change in performance on 
the Rosenzweig Picture-Frustration Study following experimentally 
induced frustration whereby he used as his frustrating experience 
the false report of examination grades. His results indicated 
that good students differed from poor students as a group in show~ 
ing more intropunitive need-persistent and fewer extra-punitive 
responses. 
In studying responses made by problem children and normal 
ones Rosenzweig found a higher Group Conformity Rating for mormal 
children. · The degree of frustration is found to be higher among , 
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problem children, but Rosenzweig feels since they have problems 
this is only normal. 
A study was conducted by Franklin(l4)in an attempt to 
measure changes in aggression following 24 weeks of semistarva-
tion. However, he found no significant change in performance on 
the Picture-Frustration Study but feels that since the subjects 
were aware of the interest in their hunger experiment it is 
difficult to generalize these findings to more typical situations. 
The question as to what projective level of response is 
obtained on the Picture-Frustration Study is still not answered 
and.therefore Lindzay recommends caution in using it as a diag-
nostic measure when he states: 
The failure to observe certain expected relations plus 
the confusion as to what level of behavior the Picture-
Frustration Study is actually measuring, suggests consider-
able caution in using the instrument in individual diagnosis 
and recommend its use primarily where there is considera£le 
other diagnostic and life history information a~ailable. 
He states further, however, that similar statements are appro-
priate for almost all of the commonly used psychodiagnostic 
instruments today. 
In discussing methods by which validity on the projective 
technique may be established, Rosenzweig feels that since their 
l Ibid., pp. 544-545. 
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primary aim is to reveal unconscious aspects of personality, it 
is difficult to obtain dependable external criteria with which 
to establish validity. He feels that judgments by a psychother-
apist treating the subject or a case history are among the most 
reliable sources of validating information. He relates another 
means of validating a projective device, that of correlating re-
sults with another better established projective device, and in-
dicates that since the instruments have never been subjected to 
systematic validation, the result is the checking of one unknown 
against another. He further states that: nEven if the two tech-
niques agree, the only conclusion to be drawn is that there is 
something in the new instrument, just as presumably there was 
something in the old, the more exact definition of what that 
something is still remains to be discovered".1 He feels that 
validation for a new projective instrument should be established 
by allowing the instrument 'to speak for itself and states: 
The un~que virtue of the recommended procedure of valida-
tion lies in its permitting the new instrument to define its 
own peculiarities regardless of the assumption that may have 
led to its construction. Sinc.e experience indicates that 
many personality tests, especially projective ones have po-
tentialities and limitations notably different from those 
considered by their inventors, a procedure that allows for 
objective self-definition has obvious merit •••• Briefly, 
then, the method of successive clinical predictions is an 
instance of the successive approximations made by scientific 
research.~ 
Clarke sees the validity of the Rosenzweig Picture-Frus-
e 1s. Rosenzweig, "A Method of Validation by Successive 
Clinical Predictions", Journal of Abnormal Social Psychology XLV 
(1950), p. 507. 
2 ' Ibid.., p. 509. 
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tration Study to lie in its usefulness when she s1ates: 
In the absence of definite data, it appears! that the val-
idity of this instrument must be thought of i~ terms of its 
usefulness in clinical practice, and must be mleasured by the 
extent to which it serves to corroborate and amplify the 
findings of other clinical tools. As has been found in the 
case of other projective techniques, one major problem in 
establishing the validity of the Picture-Frust~ation has beex 
the ~ifficulty in finding a criterion against ~hich to meas-
ure 1t. 1 
Much additional research and study is neede before valid-
ity on the Rosenzweig Picture-Frustration StuDy c be well-es-
tablished. Most of the research that has been don~ is at the 
adult level, and may·not apply equally at the chil~ren's level. 
In addition to validity, the.factor o~ reli~bility must 
be considered in establishing the usefulness of a ~easure. The 
test-retest method has been used in establishing r~liability of 
the Picture-Frustration St.udy with a resulting reltlability coef-
ficient of from .60 to .a~ on the Adult Form, and tudies with 
I . 
the Children's Form indicate reliability at about ~he same level 
. i 
Besides the Rosenzwei~ Picture-Frustration tudY the 
second means for measuring aggression in this stud was by means 
of a Story Completion Study. Methods used in comp ling and scor-1 
ing this Study were ~dopted from the techniques us~d by McClel-
land in his study of the achievement motive. 
The Story Completion Study.-- The research procedure used 
in this phase of the study was developed from that used by Mc-
Clelland in his recent study of the achievement mo·ive. In dis-
1Clarke, op. cit., pp. 321-322. 
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cussing ~is general system of research he indicates that others 
" 
were free to use his methods when he states: the measure of • • • 
,, 
I 
achievement motivation which we have developed has seemed promis-
ing as a research tool, and we are eager to have others use it 
and extend this general approach to the study of other motives".1
1 McClelland's suggestions were used as a mode by which The Sto~y· 
Completion Study was developed and administered and also the 
criteria from which the scoring system for this study was pat-
terned. 
McClelland's procedure for the scoring of a story includes 
classification of responses made in the writing of the story. 
Every ending written for a story suggestion is broken down into 
categories and sub-categories and thus one given story may be 
scored for several different aspects. A set of completed stor-
ies used in this study, along with the appropriately scored an-
swer sheet will be found in the appendix~ 
1David C. McClelland and others, The Achievement Motive, 
(New York: Appleton-Century-Crofts, Inc., 1953), p. 1. 
" 
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CIUPTER III 
PROCEDURE FOR OBTAINING DATA AND RESULTS 
Subjects used.-- Most of the children involved in this 
study come from intact middle class American homes with approxi-
~ately the same socioeconomic background. A very few come from 
~derprivileged or broken homes. The homes are located in a new-
ly developed suburban area adjacent to a large metropolitan dis-
trict. Since the section is largely residential, the majority of 
the inhabitants travel into the metropolitan area to their place 
of business or employment. 
For this study two fourth grade classes which included 60 
~upils, ranging in age from 8.11 to 10.3 and in I.Q. from 72 to 
~40, were i~volved. The writer's own class of 30 children was 
~sed as the experimental group and a second class of 30 children 
~as used as a control group. A total of 31 boys and 29 girls 
took the first administration of the measuring instruments. In 
the class undergoing the experiment there were 15 boys and 15 
girls while in the control group there were 16 boys and 14 girls. 
During the time which lapsed between the first and second adminis 
tration of the measures, three girls leftthe school. Two of the 
girls who moved were from the class undergoing the experiment and 
one was from the.control group, thus a total of 57 children, 31 
boys and 26 girls 'were given the second ~dministration of the 
~tudy. From this group 15 boys and 1.3 girls were the subject of 
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the experimental procedure. In other respects including I.Q., 
age, and socioeconomic status the two groups were comparable. 
Procedure followed in experimental situation.-- Two meas-
ures were used in an attempt to ascertain the aggressive feelings 
of the children. Each measure was given to both the control and 
the experimental group three weeks before and immediately at the 
end of the week-long period of experimentally induced frustratio~. 
The first device used was the Rosenzweig Picture-Frustra-
tion Study (see appendix) which was administered to both the 
experimental and the control groups of children. The study con-
sists of 24 cartoon-like drawings involving two or more people 
engaged in some incomplete activity of social intercourse. In 
each drawing, both the instigator of the frustration and the vic-
tim are readily identified, although all facial expressions have 
been intentionally obliterated from the drawings. 
In discussing the type of situations occurring in the tesi 
Grygier seems to feel that they are quite ordinary in nature and 
states: 
The situations depicted in the test are common occurrences 
of mildly frustrating character and are of two types: 'ego-
blocking situations' in which the subject replying is frus-
trated by some obstacle or disappointment ••• and 'super-ego 
blocking situations' in which the subject is accused or in-
criminated by1the person shown on the left hand side of the picture •••• 
At the same time the author, Saul Rosenzweig, sheds <further light 
~ on the contents of the study when he says: 
1Tadeusz Grygier, Oppression,(London: Routledge & Kegan 
Paul Ltd., 1954), pp. 62-63. 
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"The procedure attempts to evaluate typical moods of re-
sponse in everyday situations of stress by allowing the individu~l 
to identify with and respond for anonymous figures in appropriatE 
cartoon-like drawings".1 
Administration of the Rosenzweig Picture Frustration 
Study.-- Prior to administration of the Rosenzweig Picture-
Frustration Study the subjects were given the test booklets and 
introduced to the format by being asked if there was anyone who 
did not enjoy reading ~he funnie~ or comic books? They were tol.c 
that in the booklet they had just received they were going to 
have the opportunity to write what they felt certain characters 
in the cartoon would answer the person doing the talking. The 
class was then asked to fol.low the directions given on the front 
of their booklet while they were read as follows: 
We are going to play a game. Here are some pictures of 
people doing and saying different things. Look at the pic-
tures one at a time. One person is always shown talking. 
Read what that person is saying. Then write in the empty 
space what you think the boy or girl. in the picture would 
answer. The answer you give shoul.d be the first thing you 
think of. Work as fast as you can.2 
They were further instructed by stating that, "There are no 
right or wrong responses to this study. Do not erase. If you 
change your mind cross out your first response and write in what 
you wish to say." 
Procedure for scoring the Rosenzweig Picture-Frustration 
Study.-- As a basis for this study it was assumed that the sub-
1Saul Rosenzweig, Edith E. Fleming, and Louise Rosenz, 
"The Children's For.m of the Rosenzweig Picture-Frustration Study• 
The Journal of Psychology, XXVI, p. 141. 
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ject either consciously or unconsciously identifies himself with 
the frustrated individual in each situation and projects his own 
feelings into the responses which he makes. All responses given 
on this study were scored in accordance with the directions given 
in the manual of the Children' s Form of the Rosenzweig Picture 
Frustration Study. In discussing the scoring of this study Rosen~ 
zweig indicates that e~ch response given on the test is classi-
fied as to direction of aggression and type of reaction and state~: 
Under direction are included extrapunitiveness -- in which 
aggression is turned onto the environment; intropunitiveness 
-- in which it is turned by the subject upon himself; and 
impunitiveness -- in which aggression is evaded in an attempt 
to gloss over the frustration. Under type of reaction fall 
obstacle-dominance -- in which the barrier occasioning the 
frustration stands out in the response; ego-defence -- in 
which the ego of the subject predominates; and need-persist-
ence -- in which the solution of the frustrating problem is 
emphasized. From the combination of these six categories 
there results for each item nine possible scoring categories 
(and two variants--! and I). The letters E, I, and Mare 
employed to signify the extrapunitive, intropunitive, and 
impunitive directions of aggression in whatever combination 
with type of reaction. To indicate obstacle-dominance a 
prime\') is written after the capital E, I, orM. The ego-
defensive types of extrapunitiveness, intropunitiveness, and 
impunitiveness are signified by the capital letters E, I, and 
Mt used alone. To indicate need-persistence small e, i, and 
m are employed. The convention has been adopted of writing 
obstacle-dominance first, ego-defense second, and need-per-
sistance third in a three coltllllnar arrangement ••• 11 • 
In scoring the stories each response given was individual!~ 
scored for every child and the scores were totaled by factor and 
category. The stories of all the children were scored completely 
through once. After an interval of two weeks one half of the 
stories were rescored. Out of 24 possible responses, there was 
1Rosenzweig, op. cit., pp. 145-146. 
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an average difference of two responses per story found with the 
two scorings of each story'. An appropriately scored answer sheet 
for the Rosenzweig Picture Frustration Study will be found in the 
appendix. 
Administration of the Story Completion Study.-- The day 
following the administration of the Rosenzweig Picture-Frustra-
tion Study the Story Completion Study developed by the writer was 
administered to both the control and experimental groups of child~ 
ren. The stories used in this study were selected from a group 
of twelve stories previously administered to 50 fifth grade pu-
pils. The procedure followed was-to provide the beginning sen-
tence of a story which the children were asked to complete by 
writing an ending for it. It was assumed, as in the case of the 
Rosenzweig Picture-Frustration Study, that the child unconsciousl~ 
projects his own thoughts, feelings, and desires into the actions 
of the various characters as he writes. In discussing the un-
structured nature of the story completion technique Morris says: 
••• given a stimulus that allows freedom of associatiQn, 
the individual will draw upon his own background of exper-
ience, wishes, needs, conflicts, and so on, in organizing and 
constructing his response in so far as1he is willing and able to cooperate in the activity proposed. 
He further indicates that story-telling is a very natural ap-
proach to childhood fancies when he says: "story-telling behav-
ior is so common a phenomenon among children that it becomes the 
e most natural approach to their fantasy lives."2 
1Woodrow Wilbert Morris, "Other Projective Methods", An 
Introduction to Projective Techniques, ed. Harold Anderson and G. 
L. Anderson (New York: Prentice-Hall, 1951), p. 518. 
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Five stories were selected from the following twelve sto-
ries after a preliminary try-out. 
l. A child has just gotten his report card and his grade 
are not as good as he had expected. 
2. A mother and her child are talking. The mother looks 
angry. 
3. Two children are playing a game. The younger child 
wins. 
4. A child is in the classroom after the rest of the 
children have gone home. He did not get his work 
completed for the day. 
5. Father and son are taking a walk. The son is talking 
to the father. 
6. Two children receive gifts from their parents. The 
o·lder child thinks the younger child got the best 
gi:ft. 
7. Something new is being taught in ari tbmetic. Al.l ex-
cept one child understands the new process. This 
child must stay after school for special help while 
the others go out to play. 
8. A mother and her child are talking. The mother looks 
angry. 
g.. A child is taking some cookies that were saved for 
company. Mother catches the child eating the cookies 
lO. A child has not .studied for a test. His teacher 
caught him cheating. 
1.1.. Mother has gotten some candy for the children. The 
older child gets home :from school late and finds the 
younger child has eaten it all. 
l2. A cbil.d has just finished making a snowman. Some 
children come and knock it. down. 
In developing the Story Completion StuQy an attempt was 
made to measure aggression involving three o:f the most important 
relationships of a child's life, namely, parent-child relation-. 
ship, relationships with"other children, and teacher-child rela-
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tionships. Therefore, in selecting from the group of 12 stories 
those best suited for this study, selections were made on the 
ability 9r inability of the story to satisfactorily be classified· 
under one of the above-mentioned categories, their ability to 
produce aggressive feelings as indicated from the stories writtei 
by the group on which the stories were given a try-out, and theil 
applicability to all levels of mental ability. 
On the other hand, the stories that were eliminated were 
not used because they did not arouse measurable aggressive feel-
ings, because they produ~ed guilt rather than aggressive feelings, 
because of similarity of content to another story selected, or 
because of the limited number of stories being used for the studJ. 
The stories selected for the study were reproduced on a 
liquid-process duplicating machine and administered with the 
following directions: nToday we are going to have a game. We 
will call this a_story-game. I am going to give you the first 
part of a story and you will put an ending on it. On the paper 
you have just received you will find ideas for five stories. 
However, 'as you see, we do not know how the stories are going to 
end. Now think how you feel the story should end and finish it 
on this paper. 
"Since we do not have much time, I have written three sug-
gestions after the idea for each story that should help you in 
writing your st9ry. The suggestions are the same for every stor,y~ 
Follow on your paper as I read these suggestions to you: (l) 
Tell what is being said or thought, (2) Tell how the person feels, 
(3) Tell what will happen •. 
========= 
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"As you write your stories, if you follow the suggestions 
given you will be able to get finished more quickly. Since we 
have very little time it will be necessary to work rapidly. TherE 
are no right or wrong endings so you can make up a:ny kind of 
story you choose. Do not erase. If you change your mind, cross 
out your first thought and go right on so that you will be able 
to finish on time. You need not worry about spelling or punctua-
tion in writing your stories. All I am interested in is the 
stories you write. 
uNow let's think about the story we are going to write foJ 
the first suggestion. Do not just repeat the sentence you find 
written on your paper. Make up your own endings for the stories. 
Everyone begin to write on the first selection and work as fast 
as you can." 
From the original group of 12 stories, the five selected 
and administered as the Story Completion Study used for this ex-
periment included: 
1. A child has just finished building a snowman. Some 
children come and knock it down. 
2. A child has just gotten his report card and the gradeE 
are not as good as had. been expected. 
3. Two children receive gifts from their parents. The 
older child thinks the younger received the nicest 
gift. 
4. A child is in the classroom after the rest of the 
children have gone home. He did not have his work 
completed for the day. 
5. A mother and her child are talking. The mother looks 
angry. 
A copy of this test and scoring procedure will be found ii 
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the appendix. 
Scoring procedure for the Story Completion Study.-- As 
has been indicated earlier, McClelland's procedure for the scor-
ing of a particular story involves simple classification of re-
sponse elements.11 Necessarily many arbitrary decisions have to 
be made in any system of content analysis to handle response ele-
ments which refuse to fit rightly into any category. 
In the scoring procedure developed for this stury the 
scorer must first decide whether or not the story contains any 
reference to aggressive imagry of any kind or whether the story 
is composed of imagry unrelated to aggression. By related imagry 
is meant that the story will show either direct or indirect ag-
gression. If the story is scored for aggressive imagry it is 
then analyzed further and scored under subcategories for need 
aggression, receiving aggression, instrumental activity, .antici-
pated outcome, and feelings. 
In classification of the different facets of behavior as 
expressed on the Story Completion Study, the following behavoris~ 
categories were used. The symbols in parenthesis are used 
throughout to denote various scoring categories. 
Definition of aggressive imagry: (A.I.) By aggressive 
imagry is meant that imagry which pertains to the situation and 
can be defined as an overt attack upon a person or object which 
may be either verbal or physical. That is, an individual in the 
story may indicate some aggressive action which he either has or 
1McClelland, op. cit., pp. 107-138. 
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~s going to c~rry out, or a thought or desire to do so. In the 
end he may express failure in reaching his goal, but the ex-
~ressed aggressive intention or desire enables one to identify 
~his as aggressive imagry. Stories are scored for aggressive 
~magry only whe~ aggression is demonstrated either by intent or 
tin deed. 
Below are illustrations of aggressive imagry from the 
~hree types of relationships being studied. 
Parent-child relationship: (Theme) A boy has just broken 
~ good dish belonging to his mother. 
(Response) "The mother tells the boy to go to his room. 
The boy says he will not goo The mother spanks him and 
makes him go to his room. The boy feels that his mother 
is mean and is going to tell his dad on her when he comes 
home. The parents try to find the boy in his bedroom. 
They find his window· open, the screen on the bed and the 
boy is playing in the backyard." 
(Theme) A mother and her child are talki~g. The mother 
looks angry. 
(Response) "The child feels like crying he iA very 
mad. He would say to his mother -- 'I hate you ~ go soak 
your head'." 
Relationship with other children: (Theme) Some children 
lhave just broken a toy belonging to another boy •. 
(Response) "I am going to break those kids' necks. You 
are a rat and no goad. I will cut your head off." 
(Theme) Twa children are playing a game. The younger 
~hild wins. 
(Response) "The alder child says: 'I hate that kid, the 
little kid will get killed'." 
Teacher-child relationships: (Theme) A child has to stay 
~fter school to complete his work: 
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(Response) "The child would say, 'Gee, I wish I didn't 
have to go to school. I hate school. I wish I had a nic 
teacher like Bill has. I wish I didn't do so much fooli 
in school with Joe. Now I can't go fishing with the fel-
lows. I will never fool in school anymore'." 
(Theme) A child does not understand a new process being 
taught in arithmetic. He must stay after school for special hel 
·(Response) "The child says that he does not think it is 
fair. My teacher is mean. It is too hot in here. I 
think when my teacher goes out I will sneak out. Ha Ha H 
What is the use of a pair of skates when you have to stay 
in after school; I think I will do my work fast and I 
don't care if I do get a zero. I will put my work on the 
teacher's desk and then get out of school." 
(Theme) A child has just received his report card and 
finds that his marks are lower than he had expected. 
(Response) "O rats, that teacher is crazy. I always get 
a bad report card. Some day -- Wow! I hate school and I 
hate Mrs. • 
The preceding stories all illustrate what would be consid 
ered aggressive imagry in this study. However, not all the stor 
ies indicate imagry that shows an aggressive content and these 
are referred to as containing unrelated imagry. 
Unrelated imagry: Stories in which there is no reference 
to an aggressive act are scored as unrelated and not scored fur-
ther. B~low are some examples of stories which.illustrate unre-
lated imagry. 
-(Theme) Two children receive gifts from their parents. 
The older child thinks the younger child received the nicest gif • 
(Response) "The child would think he got a nice gift too 
and like his gift, and say 'thank _you' to his mother for his gif • 
(Theme) A child has just finished making a snowman. Som 
children come and knock it down. 
·-====::!!= :==== 
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(Response) "These kids are my friends. They were only 
fooling and will help me to build another bigger snowman.• 
At the same time even within the category of' related imag-
-e ry there seems to be a difference in the intensity of the aggres-
sive response. Sometimes the individual will express a need for 
aggression but fail to fulfill this need by carrying out the ac-
tual aggressive act in his story. 
Need aggression: (N. Aggr.) Someone in the stbry states 
the desire to accomplish an aggressive action. Expressions of 
' wish or desire are the best examples of this category as for 
example, "I wish he were dead.n or, "I would like to kick you." 
This category is scored only if there is an expression of wish OJ 
desire without activity. If the wish or ~esire is carried out 
Need (N) is not scored and the action is scored under instrument-
al activity. The categories of Need, Aggression, and Instrument-
al Activity are never both scored in the same story. Illustra-
tions of Need Aggression would include: 
candy. 
(Theme) A younger child eats his older brother's share oj 
(Response) "I feel very mad because Bill ate my candy. 
I feel awful. I feel like hitting. 11 
(Theme) A child knocks down a snowman that has just been 
built by another child. 
"Response) "You shouldn't touch my snowman, it isn't 
yours. I feel like knocking you down.'' 
If the expressed need is carried out in the story, Need 
Aggression is not scored but the story is scored under the appro 
priate division of Instrumental Activity depending upon the type 
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o~ aggressive action engaged in. 
Instrumental Activity: Overt or verbal activity by one 01 
more characters in the story indicates that some aggressive ac-
tion is being taken and is considered Instrumental Activity. 
There are three possible subcategories under instrumental activ-
ity, however, only one subdivision within the category is scored 
per story. 
Instrumental Aggression: (Iag) This category includes 
overt activity by one or more o~ the characters in the story 
which may be directed at onesel~, at another person or at some 
inanimate object. An aggressive act expressed in the past tense 
may be scored so long as it is more than a statement o~ the out-
come o~ previous instrumental acts. A statement as "I hit him 
last night," would not be scored i~ the stimulus arousing the 
aggression occurred since last night. However, a statement, nr 
hit him,n would be scored since there is no limitation o~ time 
placed on the act. 
Stories illustrating Instrumental Aggression would in-
clude: (Theme) A younger child eats his older b~~ther's share 
o~ candy be~ore he gets home ~rom school. 
(Response) "The brother wants his candy. He thought he 
would show his brother and punched him in the nose." 
(Theme) A child has just ~inished building a snowman. 
Some children come and knock it down. 
(Response) The child was very mad. He kicked the boy 
that knocked down his snowman.· Then a snowball ~ight 
started." 
However, not all aggression is expressed in an open, over 
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manner. Many times aggression may change its form and disguise 
itself in a somewhat more socially acceptible manner. 
Instrumental Non-aggression: (Ina) The individual or 
character may solve the particular problem or remedy the situa~ 
tion by means other than active aggression. He may use verbal 01 
mental activity to accomplish his purpose. Such statements as 
"I will not play with him" or "I will tell my mother" would be 
classified under this heading. 
Some stori.es to illustrate Instrumental Non-aggression 
would include: (Theme) A child comes and knocks down a sno"tonnan 
that another child has just finished building. 
(Response) nwhy did you knock down my snowman? I will 
tell my mother. The mother comes and tells the child to 
go home." 
(Theme) A child has to stay after school to complete his 
work for the day. 
(Response) "The child is disappointed. He is sad. He 
does not want to do his work so he begins to cry and the 
teacher lets him go home." 
Still another method by which aggression may find expres-
sion is through some indirect method which may be completely un-
related to the original frustrating circumstance. 
Instrumental Displaced Aggression: (Ida) This is a 
change in the~ of aggression to distinguish it from a change 
in the object of aggression which would be scored under (Iag). 
Displaced aggression is an overt act not directed at the frustra -
ing object or person. This is an indirect expression of aggres-
sion independent of the original frustration. A child may go to 
his room and c:rv rather than face an un~etting ~itua.tion In 
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discussing displaced aggression Dollard states: "Humor and rid-
icule are very common forms of aggressive behavior."~ He also 
indicates that the reading of horror stories is still another 
example of Instrumental Displaced Aggression. 
Stories illustrating Instrumental Displaced Aggression 
would include: (Theme) Two children are playing a game. The 
younger child wins. 
(Response) "The older child draws a funny picture of the 
younger kid. He sticks it full of pins and the little 
kid dies." 
(Theme) One child eats another child's share of candy. 
(Response) "The boy wanted that candy. He goes to his 
room and cries. 11 
At the same time in some cases the child does not picture 
himself as giving the aggression to others, but rather pictures 
himself as being the recipient of aggression. Such responses 
were scored under the category of receiving aggression. 
Receiving aggression: (R. Aggr.) This category was 
scored only if the child indicated by his story the actual act 
of receiving aggression from others. 
Stories illustrating receiving aggression would include: 
(Theme) A child has just received his report card. His grades 
are not as good as he had expected. 
(Response) ttThe child is scared. He felt he did better 
work. He shows his report card to his mother and she ~s 
very mad. She gives him the belt and sends him to his 
room." 
(Theme) A mother and her child are talking. The mother 
1Dollard, op. cit., p. 45-46. 
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looks angry. 
(Response) "The mother is mad because the child broke a 
window with his ball. She sends the child to his room 
and makes him stay all evening." 
However, if the child indicated that he might or would 
receive punishment in the future, his response was scored under 
anticipated outcome. 
Anticipated Outcome: Someone in the story anticipates 
reaching a given goal, or, on the other hand frustration and 
failure in reaching his goal. The anticipated outcome is scored 
positive (+) when someone is thinking about the success he will 
achieve or the favorable outcome of an aggressive act. To be 
scored positive the individual must work out an effective solu-
tion which would include both the elimination of the barrier and 
the overcoming of an attack. The score is negative (-) when an 
individual anticipates punishment and/or expects an unfavorable 
out0ome to a situation. The negative category includes all ag-
gressive-related categories that are not definitely and clearly 
positive. 
Stories illustrating a positive anticipated outcome would 
include: (Theme) A child has to stay after school to receive 
special help because he did not understand how to do some arith-
metic problems. 
(Res~onse) The child was glad he had stayed for help be-
cause he understood the problems and thought he could get 
100 the next day." 
(Theme) A child has received his report card and the 
grades are lower than he had expected. 
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(Response) "I am very disappointed, but I will do better 
and get better marks the next time." 
Stories illustrating a negative anticipated outcome would 
include: (Theme) A child has to stay after school to receive 
special help because he did not understand how to do some arith-
metic problems. 
(Response) "The child feels awful because he has to stay 
after school to get help. He will not learn. He is mad 
and will get zero." 
(Theme) A child has just received his report card and hie 
grades are lower than he had expected. 
(Response) "He will take it home and show his mother and 
she will be mad and send him to bed and not allow him to 
watch television for a week." . 
Feelings: Still another category to be considere~ in the 
scoring of a story is that of feelings. Emotional states asso-
ciated with goal attainment or frustration and failure of the 
aggressive activity are scored under feelings. When someone in 
the story expresses or experiences joy or pleasure the story is 
scored positive. (+) When an individual expresses hate, bitter-
ness, or unhappi~ess the story is scored negative. (-) In this 
study feelings were scored every time anticipated outcome was 
scored, although anticipated· outcome was not scored every time 
feelings were scored. Sometimes feelings would be expressed when 
there was no mention of anticipated outcome. In the case where 
an act has already occurred feelings might be expressed·(+ or-) 
but there would be no anticipated outcome expressed as in the 
example "The kid knocked my snowman down, and I felt sad." N ega-
tive feelings would be scored, although no score would be indi-
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cated under anticipated outcome. 
Stories illustrating positive feelings would include: 
(Theme) Two children receive gifts from their parents. 
The older child thinks the younger child received the nicest gif"' • 
(Response) "The child really doesn't care for he can pla~ 
with his brother and he is feeling happy and gay with his 
gift and would say, 'Thank you• to his parents for his 
present.n 
(Theme) A mother and her child are talking. The mother 
looks angry. 
(Response) "The mother won't let the child go out and 
play in the snow because he has a cold. She says she wil~ 
make some candy and the child is glad to stay in and help " 
Stories illustrating negative feelings would include: 
(Theme) Two children receive gifts from their parents. 
The older child thinks the younger child received the nicest 
gift. 
(Response) "The older child would rather have his broth-
er's gift. The older child feels so unhappy. His broth-
er will take his. n 
(Theme) A mother and her child are talking. The mother 
looks angry. 
(Response) "The mother feels mad because she says the 
child has dirty hands. The child says he just washed his 
hands and is sad and mad because his mother told him his 
hands were dirty. tt 
Summary of scoring procedure for Story Completion Study.--
All stories must be scored for imagry either related aggressive 
-- e imagry or unrelated imagry. When related imagry is scored the 
story must then be broken down and scored under the above men-
tioned subordinate categories. If unrelated imagry is indicated 
i:'h A s::~+.n,..v ; s::! n n+. s::!nn,..An f'n,..+.h AT' 
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An appropriately scored answer sheet for the story comple-
tion study will be found in the appendix. 
Experimentally induced frustration.-- Working under the 
assumption that aggression is a result of frustration, this stud3 
was transacted to see if an increaBed amount of frustration in a 
classroom setting would produce a measurable increase in aggres-
sion. 
Three weeks following the original administration of the 
two measures used in this study the week-long period of experi-
mentally induced frustration was introduced. :This was followed 
immediately by a second administration of the measuring instru-
ment. It was felt that this would allow a sufficient lapse of 
time so that there would be little likelihood in memory carry-
over of responses from the first administration of the studies. 
Arithmetic was chosen as one of the channels through whicl: 
the experimentally induced frustration would be carried out be-
cause of the accuracy and exactness demanded by this subject. 
Since in this field there can be no question as to the correct-
ness of a given answer, for it is either right or wrong, the 
problem of 11 degree 11 of accuracy was eliminated. 
Ordinarily when a new process is taught in arithmetic it 
is thoroughly explained to the entire class before any written 
assignment is made. Then, while the brighter pupils are doing 
.. ~ their written assignment after the new task has been explained, 
the slower learners are given additional help and explanation. 
The class had been in the habit of getting the previous 
. - ,. ------------- n- ----- ---- . 
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day's arithmetic paper back each morning and those having less 
than a grade of 80 per cent had to correct their errors. How-
ever, during the week of the experiment, all papers were kept by 
the examiner and only the marks were read to the children. Sine 
there were few good grades even among the brighter pupils, it 
proved embarrasing for some to have their grades read. 
During the week in which the experimentally induced frus-
tration was being carried out two new processes were introduced 
in arithmetic with very casual and cursory explanations. 
Below is a day by day description of the measures taken i 
introducing the experimental frustration: 
Monday: Previous to the time of this experiment the clas 
had only done division problems in which the divisor would go 
evenly into the dividend. For this experiment the class was 
given problems in which the divisor would not go evenly into the 
dividend, and where there would be a remainder upon subtracting 
at every step. Only one very casual explanation was given of 
this new process. 
The children were told they were old enough to look at th 
example on the board and figure out how it was done if they did 
not understand what to do. Those who insisted on asking further 
questions were reprimanded for not paying attention while the 
process was being explained. No further help was given. When 
the children raised their hands to ask further questions they 
were given an indirect answer and told to try and figure out· how 
it should be done from the example on the board. 
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Tuesday: There was a great deal o:f "anxiety'' among the 
pupils this morning and mueh insistance that the method :for solv 
ing the problem be gone over again. A problem in division simi-
lar to that given on Monday was put on the board and one explana 
tion was given. This problem was left on the board as an exampl 
to be :followed in doing the work :for the day. I The children were 
then handed mimeographed paper on which their division problems 
were written. Some children came to the writer and said they. 
could not understand the problems and did not know how to begin 
the work. One child began to cry, and two others put down mean-
ingless numbers to get the work done and out of the way. How-
ever, no further explanation was given concerning the method o:f 
solving this type of division. 
Also on Tuesday the class was given an unannounced review 
test in science. This, however, did not cause as much verbalize 
concern as the arithmetic had done, and there were several good 
marks in spite o:f the laek o:f review or opportunity for study on 
their own. 
Wednesday: The class had up to this time done multiplica 
tion with only one digit as the multiplier and with as high as 
:four digits in the multiplicand. For this experiment the class 
was given problems with two digits in the multiplier. Only one 
very casual explanation was given concerning the procedure :for 
solving this problem. In addition to this new process, the clas 
was also given problems in division similar to the ones with 
which they had worked on Monday and Tuesday. As previously done, 
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a sample problem in both division and multiplication was left on 
the board for the pupils to follow. 
The class was also given an unannounced review test in 
social studies. This, however, as with the science test, did 
cause much concern, and there were many good marks in 
the lack of review that usually accompanies a test of this na 
Thursday: Due to the insistance of the class, the writer 
again went over very casually the procedure to use in solving 
one of their newly-introduced multiplication problems. However, 
during the explanation the various steps were not specifically 
pointed out. The class was again given problems in division and 
multiplication that were beyond their achievement level. Again, 
when questions arose as to the procedure to follow in solving 
the problems the children were chided and made to think that th 
should know how to do the work. 
In addition to the arithmetic problems the class was gi 
an unannounced 200 word review spelling test. This disturbed 
children a great deal because of the excess amount of time and 
writing involved, as well as their lack of knowledge concerning 
the spelling of many of the words. 
Immediately after the papers from the spelling test were 
collected the Rosenzweig Picture-Frustration Study was passed ou 
and readministered. This procedure is explained further in this 
chapter. 
Friday: This morning the children were chided, scolded, 
and belittled for the work they had done during the week. They 
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their ability to solve. After the arithmetic for the day had 
been collected, the Story Completion Study was readministered. 
This procedure will also be explained later in this chapter. 
In addition to the above-mentioned daily process of frus-
tration, a frustrating experience was attempted in connection 
with the regular daily spelling. The class normally had 20 new 
spelling words each week with a daily written exercise on the 
new words. During the week of the ·experiment, the class was 
given 25 words. These words were more difficult to spell than 
the words they had been. in the habit of learning. Only one wri 
ten exercise involving the use of the words was given at which 
time the class had to look the new words up in the dictionary, 
write the words in syllables as indicated by the dictionary, and 
then after reading the definition for the word, write what they 
understood the word to mean in. their own words. Further work 
with the new words for the week was not given. The class was 
then given their usual Friday test over this list of new words. 
Since the children did not have their regular amount of work and 
required study with the words, many failed to measure 
usual achievement level on the weekly spelling test. 
During the week of experimentally induced frustration, 
children were continually being chided, and reprimanded for 
inefficiency and in not being able to follow directions. How-
ever the children were not permitted to see their papers as all 
papers used for the purpose of this experiment were kept by the 
examiner. Each day the child's grade was read to him in. front 
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followed the reading of these grades to the pupils. 
Post-frustration procedure.-- At the end of the week of 
experimentally induced frustration the Rosenzweig Picture FDUs-
tration Study and the Story Completion Study were again adminis-
tered. Because of limited time available for extra work during 
the day, the Rosenzweig Picture-Frustration Study was given on 
Thursday and the Story Completion Study was given on Friday of 
the week during which the experiment was being conducted. 
Readministration of the Rosenzweig Picture-Frustration 
Study.-- Directions given as to the procedure on this post-frus-
tration study were the same as on the first administration with 
the following additional comment: 11You may recall about a month 
ago when you were given a booklet of cartoon-like drawings in 
which you wrote the missing res·ponse. Again today you are going 
to fill in what you feel the child in the picture would answer 
the person who is talking.n 
Readministration of the Story Completion Study.-- Direc-
tions given as to the procedure on this post-frustration study 
were the same as on the first admjnistration with the following 
additional comment: ttAbout a month ago you may remember writing 
endings to some stor~es. Again today we are going to write end-
ings for some stories." 
Observation and evaluation of the frustrating experience.-
~ The overt and general behavior of the class was obviously more 
aggressive during the week in which the experimentally induced 
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frustration was being administered. The children were noisier in 
,.!l"enera.L_with an incr.ea.aed amount oLlno_v:ing about.-.an.U~===l!====c=-= 
Since the new processes which the children were expected to lean 
were inadequately explained the writer was constantly being bom-
barded with questions. For the purpose of this experiment the 
child was given an unsatisfactory answer as ttcan't you follow 
the example on the board. 11 or was asked to please not bother the 
examiner at the time. In many instances this only increased the 
persistence of the child in attempting to find how a problem 
should be solved.· 
One child told the writer, "I stayed awake all night wor-
rying about that low mark I received in arithmetic. You won't 
call my mother will you?" Another child came to school at 8 
o'clock, three-quarters of an hour early, seeking help with the 
division problems in arithmetic. Still another child commented, 
11Gee, you're getting mean to us." Tears were shed by several of 
the children during the week because of their inability to do the 
work. 
As an over-all estimate the arithmetic appeared to be the 
most frustrating, judging by its ability to arouse feelings of 
anxiety and concern. Spelling was second in the amount of an-
xiety and concern which it arose. Spelling, however, did not 
prove as effective because some of the brighter children did not 
need the usual weekly. work with the words in order to achieve bui 
were able to do well in spite of the lack of classroom prepara-
tion. However, the children with the lesser amount of ability 
did not work up to the usual achievement" level which they attain 
after working with their spelling words every day during the wee~. 
Tll._e.___renew teste:~ j n socj al s:t.udi es ~nd scienC-e:-se--:>m""A +n ~~======~========~~=== 
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produce the same general pattern of reaction as did the spelling 
- the brighter pupils got a passing mark in spite of the lack of 
review. 
Discussion of the experiment with the class.-- The Monday 
following the week of experimentally induced frustration, the 
writer discussed what had been done with the class. The discus-
sion was opened by asking the class if they had any comment on 
the manner in which they were taught last week, particularly how 
they felt about the manner in which their arithmetic was taught. 
The class for the most part was unresponsive until they were tol( 
that they did not need to worry about last week's work, that the 
writer was making a special study and gave them hard arithmetic 
without explaining it clearly to see how they would react to sue 
teaching. After the children had been led to see that they were 
at liberty to express themselves freely in a discussion some of 
the comments made were: ni felt like being sick this morning." 
"I wanted to stay home -- I didn't see how I could get all my 
work done. 11 "Gee, am I glad last week is over. 11 "I went home 
and cried because I couldn't get my ari thmetie. tt "Why did you 
use arithmetic? It's my hardest subject." tti thought something 
was funny." "I didn't want to come to school this morning." "I 
felt like coming to school late." "I hated to think of Monday 
coming- I was so tired when last week was over." "Boy this is 
a relief." 
A general relaxation of tension and sighs of relief could 
almost be felt in the classroom after the children knew they 
would not have further work until they understood wh~t they w~re 
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doing. Also, after the explanation there was a quieter &tmos-
phere in the classroom, with less moving about and talking. 
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CHAPTER IV 
INTERPRETATION OF DATA 
In the preceding chapters a review of some of the studies 
already done concerning the relationship between frustration and 
aggression as well as the method by which this present study was 
developed, presented, and scored was discussed. This chapter 
will present an·analysis of the data elicited through this study 
by means of tables and graphs followed by a discussion of any 
significant material indicated. 
Analysis of data for the Rosenzweig Picture-Frustration 
Study.-- The scoring procedure used for the Rosenzweig Picture-
Frustration Study has been explained previously. In general, re 
sponses on this study are classified under two main headings; 
types of reaction and direction of aggression. 
Under type of reaction is found obstacle-dominance which 
represents a situation in which some barrier producing the frus-
tration is outstanding in the response; ego-defense which repre-
sents a situation in which the individual defends his own ego by 
attacking others, and need-persistence which represents a situa-
tion in which striving for a solution to the frustrating situa-
tion is stressed • 
Under direction of aggression is found extrapunitiveness 
in which blame and hostility for the frustrating situation are 
turned against some individual in the environment; intropunitive 
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ness in which the individual blames himself, and impunitiveness 
in which blame for the frustration is evaded and the frustrating 
situation or individual is absolved~ 
In analyzing the data, means and standard deviations were 
derived for each above-mentioned set of scores and are presented 
in the following tables. The difference in means and standard 
deviations before and after the presentation of the experimentall 
induced frustration is also presented by a table and any statis-
tically significant results indicated. 
Comparisons were made between the experimental and control 
groups as a whole. The experimental group was then analyzed and 
the group studied by comparing boys with girls, high achievers 
and low achievers, those with an I.Q. above and below 105, and 
those that were most and least involved in the experimental sit-
uation. 
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TABLE l 
COMPARISON OF MEANS AND STANDARD DEVIATIONS BETWEEN.THE 
EXPERIMENTAL AND CONTROL GROUPS ON THE 
ROSENZWEIG PICTURE-FRUSTRATION STUDY 
Ex~erimental Grou~ Control GrouJ2 
Variables Pre- Post- Pre- Post-Frustration Frustration Frustration Frustration 
Mean S.D. Mean S.D. Mean S.D. Mean S.D. 
Obstacle 
Dominance 4.86 1.63 3.79 1.39 4.55 1.53 4.14 1.40 
Ego-
Defense 14.00 l.ll 14.04 3.51 13.13 2.45 13.14 5.72 
N·eed-Per-
;, 
sistenee· 2.21 
., Extra-
4.31 2.94 5.71 3.11 5.90 6.55 2.65 
punitive 13.59 2.95 13.29 3.93 12.23 2.87 12.55 2.37 
Intro-
punitive 4.72 1.80 5.28 2.19 5.40 2.72 5.45 1.07 
I:mpun-
itive 5.38 2.03 5.11 2.49 5.67 2.55 5.55 2.37 
. In this analysis means and standard deviations for the 30 
children in the experimental classroom were compared with those 
of the 30 children in the control classroom both before and afte 
the introduction of the experimentally induced frustration in th 
classroom undergoing the experiment. 
It was noted that upori the second administration of the 
Rosenzweig nearly all means and standard deviations of the exper 
imental group increased slightly especially the standard devia-
tion on ego-defense. However, this cannot be considered as sign 
4lt ificant since there is a corresponding increase in means and 
standard deviations upon the second administration of the study 
in the control group. 
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TABLE 2 
A COMPARISON OF THE DIFFERENCES IN THE MEANS AND STANDARD 
DEVIATIONS BETWEEN THE EXPERIMENTAL AND CONTROL GROUPS 
ON THE ROSENZW.EIG PICTURE-FRUSTRATION STUDY* 
Variables 
Obstacle Dominance 
Ego-Defense 
Need-Persistence 
Extrapunitive 
Intropunitive 
Impunitive 
Experimental Group Control Group 
Difference Difference Difference Difference 
in Mean in S.D. in Mean in S .. D. 
,, 
-1.07 -.24 
.04 2.40 
1.40 ,l7 
- .. 30 .98 
.56 .39 
-.27' .46 
.. 
-.4l 
.OJ. 
.65 
-.32 
.05 
-.l2 
-.l3 
3.27 
.44 
- .. 50 
1.65 
-.l8 
* A positive difference indicates the statistic for the second 
administration was greater,than the first .. 
When the changes in the experimental group were compared 
with the changes in the control group (See Table 2) none of the 
differences in the means or standard deviations approach statis-
tical significance. The increase in the standard deviation of 
the experimental group on ego-defense represents a statistically 
significant change but it is matched by an equally significant 
change in the control group, with the net difference being in-
significant. Whether or not this represents a change in responsE 
to the test on a second taking, a difference in the environment 
external to the study, or a change resulting from the experiment~l 
situation is unknown • 
• 
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TABLE 3 
A COMPARISON OF THE MEANS AND STANDARD DEVIATIONS BETWEEN 
BOYS AND GIRLS OF THE EXPERIMENTAL GROUP ON THE 
ROSENZWEIG PICTURE-FRUSTRATION STUDY 
Ex~Erimental Grou~ 
Boys Girls 
Variables Pre- Post- Pre- Post-Frustration Frustration., Frustration Frustration 
Mean S.D. Mean S.D. Mean S.D. lYle an S.D. 
Obstacle 
Dominance 4.33 1.22 3.33 1.46 5.43 1.63 4.31 1.22 
Ego-
Defense 14.80 l.Ol 14.93 1.20 13.14 l.Ol 13.00 2.54 
Need-Per-
sistence 5.14 .. 82 6.75 .go .. 5.07 2 .. 02 6.77 2.22 
Extra-
punitive 14.00 2.55 13.87 2.02 13.07 l.ll 12.7.7 1.22 
Intro-
punitive 4-33 1.66 4.60 1.86 5.14 1.84 6.00 2.45 
Impun-
itive 5.27 1.99 5.47 2.39 5.43 2.20 4.85 2.65 
In this analysis means and standard deviations of the boys 
were compared with those of the girls both before and after the 
introduction of the experimentally induced frustration in the 
group undergoing the experiment. Of the 30 children undergoing 
the experiment, 16 were boys and 15 were girls. 
It is noted that there is no consistent pattern of in-
crease of the means or standard deviations for either the boys 
or girls after the presentation of the frustrating experiences. 
In some instances, as in the case of obstacle-dominance there is 
a decrease in means and standard deviations for both boys and 
girls after the administration of the experimentally induced 
frustration. This, however, is not statistically significant noi 
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is there any difference (See Table 4) between the changes for 
boys and girls that is of any significance statistically. 
TABLE 4 
A COMP .ARISON OF THE DIFFERENCES IN THE MEANS AND STANDARD 
DEVIATIONS BETWEEN THE BOYS .AND GIRLS OF THE 
EXPERIMENTAL GROUP ON THE ROSENZWEIG 
PICTURE-FRUSTRATION STUDY 
Variables 
Obstacle-Dominance 
Ego-Defense 
Need-Persistence 
Extrapunitive 
Intropunitive 
Impunitive 
Experimental Group 
Boys Girls 
Difference Difference, Difference Difference 
in Mean in S.D. in Mean in S.D. 
-1.00 .24 -1.12 .41 
.13 .19 -.14 1.53 
1.64 .077 1.70 .20 
-.13 .53 -.30 .11 
.27 .20 .86 .61 
.20 .40 .58 .45 
In Table 4 none of the differences in means or standard 
deviations are statistically significant. 
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TABLE 5 
A COlYIP ARISON OF THE lVJEANS AND STANDARD DEVIATIONS BETWEEN 
HIGH AND LOW ACHIEVERS OF THE EXPERilVJENTAL G\OUP ON 
. THE ROSENZWEIG PICTURE-FRUSTRATION STUDY 
Variables 
Obstacle 
Dominance 
Ego-
Defense 
Need-Per-
sistence 
Extra-
punitive 
Intro-
punitive 
Impun-
itive 
Experimental Group 
Low Achievement High Achievement 
Pre- Post- Pre- Post-
Frustration Frustration Frustration Frustration 
Mean S.D. 
4.29 
14.86 
4.38 
15.15 
3.86 
4.69 
1.54 
1.00 
3-35 
2.52 
1.85 
1.90 
Mean S.D. 
3-47 
14.13 
6.00 
14.33 
4.87 
4-47 
1.47 
1 .. 65 
3.50 
3.01 
2.42 
2.46 
Mean 
4.40 
13.07 
5.67 
12.13 
5.67 
5.33 
S.D. 
1.53 
2.90 
2.36 
2.61 
1.54 
Mean 
4.15 
13.23 
6.50 
12.00 
5.69 
6.00 
S.D. 
1.31 
2.59 
2.40 
3.89 
1.90 
2.37 
* High and Low Achievers with reference to scholastic achievemeni 
In this analysis means and standard deviations of the 15 
highest achievers were compared with those of ~he 15 lowest 
achievers in the experimental group both before and after the 
introduction of the experimentally induced frustration. 
It is noted that there is no consistent pattern of in-
crease of the means or standard deviations for either the low or 
high achievers. In some instances as in the case of obstacle-
dominance there is a decrease in means and standard deviations 
for both high and low achievers after the administration of the 
experimentally induced frustration. On the other hand, in need-
persistence there is an increase of means and standard deviationf 
for both the groups after the administration of the experiment-
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ally induced frustration. 
TABLE 6 
A COMP .ARISON OF THE DIFFERENCES IN THE MEANS AND STANDARD 
DEVIATIONS BET\VEEN HIGH AND LOT ACHIEVERS OF THE 
EXPERIMENTAL GROUP ON TEE ROSENZWEIG 
PICTURE-FRUSTRATIO~ STUDY 
EXPeriment€1 Group 
Low Achievers High Achievers 
Variables Difference Difference Difference Difference 
in Mean in S.D. in Mean in S.D. 
Obstacle-Dominance · .. ~ -.82 -.07 -.25 -.22 
Ego-Defense -.73 .65 .16 -.31 
Need-Persistence 1.62 ., .15 .83 .04 
Extrapunitive .82 .49 - .. 13 1 .. 28 
Intropunitive 
' 
l.Ol .67 .. .Q2 .29 
Impunitive -.22 • 56 .67 .83 
•',l 
In Table 6 the differences in means and standard devia-
tions between the low and high achievers does not approach sta-
tistical significance. 
I.Q•s used in tables 7 and 8 were obtained on the Otis 
Quick-Scoring Mental Ability Tests, the scores of which had bee~ 
previously recorded on each child's cum~ative record card. In 
two instances where a child moved into ~he system after the ad-
ministration of the Otis, his I.Q. was pbtained for the study 
from a Stanford Binet Scale. 
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,, TABLE 7 
A COMPARISON OF THE MEANS .AND ST.ANDA ~ DEVIATIONS OF PUPILS 
IN THE EXPERIMENTAL GROUP HA VIN ~ AN I.Q. BELOW 105 
WITH THOSE HAVING AN I. Q. A ~OVE 105 ON THE 
ROSENZWEIG PICTURE-FRUST DATION STUDY 
Exnerimenta Groun 
I.Q. Below 102 I.Q. Above 102 
Variables Pre- Post Pre- Post Frustration Frustration li'rustration Frustration 
Mean S.D. Mean S.D. 1~ean S.D. Mean S.D. 
Obstacle 
Dominance 4.80 1.97 3.40 1.55 t;>.OO 1.30 4.00 1.22 
Ego-
~-45 Defense 14.80 4-72 14.30 4.70 l 2.74 13.72 2.50 
Need-Per-
sistence 4.67 3.82 ' 8.20 4.50 D•32 2.32 6.00 2.:31 
Extra-
punitive 14.00 4.12 13.60 1.57 l B·37 2.48 13.05 3.69 
Intro-
punitive 4.20 2.13 5.20 2.85 p.OO 1.62 5 .. 28 1.84 
Impun-
itive 5.60 1.89 4.80 2.28 p.26 2.20 5.39 2.58 
In this analysis means and stand~rd deviations for the 10 
pupils having an I.Q. below 105 were co~pared with the 20 pupils 
having an I.Q. above 105 both before ani after the introduction 
of the experimentally induced frustratipn to the children in the 
classroom in which the experiment was cpnducted. 
It is noted that there is no con~istent pattern of in-
crease of the means or standard deviatipns for either those 
pupils having an I.Q. above 105_ or thos~ having an I.Q. below 101 • 
~ In need-persistence there is an increas~ in means and standard 
deviations for the pupils having an I.Q~ below 105, but there is 
also an increase in means for the pupil~ having an I.Q. above 
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105. However, in the group with an I.Q. above 105 there is a 
decrease in standard deviations. Whether or not this represents 
a change in response to the test on a second taking, a difference 
in the environment external to the stud~, or a chance variation 
is unknown. 
TABLE 8 
A COJ.V.lP ARISON OF THE DIFFERENCES IN ~HE MEANS :AND STANDARD 
DEVIATIONS BETWEEN PUPILS IN THE EXPERIMENTAL GROUP 
HAVING AN I.Q. ABOVE 105 ANP THOSE HAVING 
Variables 
AN I.Q. BELOW 105 ON THE ROSENZWEIG 
PICTURE-FRUSTRATION STUDY 
ExnerimeQtal Group 
I.Q. Below 105 I;Q. Above 105 
Difference Difference ·· Difference Difference 
in Mean in S.D. in Mean in S.D. 
Obstacle-Dominance -1.20 -.42 -l.OO -.08 
Ego-Defense -.50 -.02 -.33 -.16 
Need-Persistence 3-53 .68 .68 .Ol 
Extrapunitive -.40 
--55 -.32 .21 
Intropunitive l.OO .72 .28 .22 
Impunitive -.80 .38 .13 .38 
In Table 8 none of the differenc~s in means or standard 
deviations are statistically significan~. 
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TABLE 9 
A COMP .ARISON OF THE MEANS .AND. STANDARD DEVIATIONS BETWEEN THE 
10 PUPILS WHO WERE MOST .AND THE 10 WHO WERE LEAST ACTIVELY 
INVOLVED IN THE EXPERIMENTAL SITUATION DURING THE 
PRESENTATION OF THE EXPERIMENTALLY INDUCED 
FRUSTRATION ON THE ROSENZWEIG 
PICTURE-FRUSTRATION STUDY 
Ex~erimental Grou~ 
Most Involved Least Involved 
Variables Pre- Post- Pre- Post-Frustration Frustration Frustration Frustration 
Mean S.D. Mean S.D. Mean S.D. Mean S.D. 
Obstacle 
Dominance 4.60 1.25 3.80 1.58 4.60 1.29 4.00 1.20 
Ego-
Defense 16.00 2.83 15.40 3.07 13.60 2.75 13.20. 2.43 
Need-Per-
sistence 4.44 2.46 5.87 2.78 5.50 2.12 6.30 2.13 
Extra-
punitive 14.80 2.78 14.90 3.58 12.00 3.00 12.00 3t.76 
Intro-
punitive 3.90 1.63 4.10 1.53 5.70 1.53 5.80 1.58 
Impun- . 
itive 5.10" 1.49 4.90 2.69 5.80 2.14 5.90 2.39 
' 
: 
In this analysis means and standard deviations of the 10 
children who, judging from observation, appeared to be most ac-
tively involved in the situation were compared with the 10 pupilf 
who appeared least actively involved during the period of the 
experiment. 
There is no consistent pattern of increase or decrease of 
the means or standard deviations for either group. However, witl 
~ one exception, the direction of the changes were the same for 
both groups. However this change was not great enough to merit 
statistical significance. 
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TABLE 10 
A COlVIP .ARISON OF THE DIFFERENCES IN THE MEANS AND STANDARD DEVIA-
TIONS BETWEEN THE 10 PUPILS WHO WERE MOST AND THE 10 WHO WERE 
LEAST ACTIVELY INVOLVED IN THE EXPERIMENTAL SITUATION 
DURING THE PRESENTATION OF THE EXPERIMENTALLY 
INDUCED FRUSTRATION AS EXPRESSED ON THE 
ROSENZWEIG PICTURE-FRUSTRATION STUDY 
Experimental Group 
Most Involved Least Involved 
Variables Difference Difference Difference Difference 
in Mean in S.Do in Mean in S.Do 
Obstacle-Dominance -.80 .33 -o60 -.09 
Ego-Defense -.60 '.24 -.40 -.32 
Need-Persistence 1o43 .72 .80 .01 
Extrapunitive .10 J.o20 .oo .76 
Intropunitive .20 -.10 .10 .05 
Impunitive -.20 lo20 .10 .25 
In Table 10 none of', the differences in means or standard 
deviations are statistically significant. 
Summary of analysis on the Rosenzweig Picture-Frustration 
Study.-- It can be seen from a quick glance at the difference in 
means and standard deviations before and after the presentation 
of the frustrating experiences that no significant increase or 
decrease in aggressive response occurred as a result of the ex-
perimentally induced frustration. This study was analyzed and 
results selected by comparing data in five different ways. A 
comparison was first made between the experimental and control 
'II group as a whole. Within the experimental group comparisons 
were made between the boys and girls, between low and high 
achievers, between those·having an I.Q. above and below 105, and 
b~tw~e~ tnose most and least activelY- involved i~ the ex~eri-
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mental situation. However, under none of these circumstances 
was measurable aggression found to be significantly higher after 
the introduction of the frustrating experiences than it was be-
fore its introduction. 
Analysis of data for the Story Completion Study.-- The 
second measure used in this experiment was a Story Completion 
Study in which the child was given the leading sentence for a 
story and asked to complete the story. In order to direct the 
thinking of the child toward a more specific variable, namely 
that of aggressive imagry, three general questions were given, 
the questions being the same for each of the five stories. 
The stories were scored first of all for either related 
aggressive imagry or for unrelated imagry. The stories having 
related aggressive imagry were then analyzed as to types of 
aggression, anticipated outcome, and feelings of the individual. 
A more detailed description of this scoring process has been 
given earlier. 
In analyzing the results of the Story Completion Study 
each individual story for every child was tabulated as to whethel 
it contained aggressive or unrelated imagry. In order to present 
the data, a graph (Figure l) was drawn to indicate the number of 
I 
children who wrote an ending containing aggressive imagry for a.n:y 
!particular story before the presentation of the experimentally 1 
~ induced frustration, while a second graph (Figure 2) indicates I 
the number of children who wrote an ending for any particular 
story containing aggressive imagry after the presentation of the 
experimentally induced frustration. A third graph (Figure 3) 
I 
!, 
! 
I 
II 
! 
76 
... 
FIGURE l 
A COMPARISON OF THE STORIES WRITTEN BY THE EXPERIMENTAL AND 
CONTROL GROUPS OF CHILDREN BEFORE THE PRESENTATION 
Number of 
children 
OF THE EXPERIMENTALLY INDUCED FRUSTRATION 
jn~------------------------------~~ 
)1 
If 
1'7-
r 
10 
3 
0 d.- ..3 ,'1 
Story Number 
Experimental Group -- stories showing 
aggressive imagry 
Control Group -- stories showing 
aggressive imagry 
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FIGURE 2 
A COMPARISON OF THE STORIES WRITTEN BY THE EXPERIMENTAL AND 
CONTROL GROUPS AFTER THE PRESENTATION OF THE 
EXPERIMENTALLY INDUCED FRUSTRATION IN THE 
GROUP UNDERGOING THE EXPERIMENT 
30r------------------
Number of 
children 
I... -. I ~ ' ~ ..... .., .. ,. ..... ~. . .... ~ 
. . 
,, . 
Experimental Group -- stories showing 
aggressive imagry 
Control Group -- stories showing 
aggressive imagry 
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FIGURE 3 
COlYIP.ARISON OF CHANGES IN AGGRESSIVE IMAGRY IN THE 
EXPERIMENTAL & CONTROL GROUPS FOR EACH STORY 
BEFORE AND AFTER THE PRESENTATION OF THE 
EXPERIMENTALLY INDUCED FRUSTRATION 
Number of 
children 
0~----------------------------~~~: 
.. 
I~ .. 
-3 
- c, 
-? 
-I,J.... 
-~L-----------------------------~~ 
Story Number 
Experimental Group -- stories sho~dng 
aggressive imagry 
Control Group -- stories showing 
aggressive imagry 
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indicates a comparison of the changes in aggressive imagry for 
each story before and after the presentation of the experiment-
ally induced frustration. 
Since the experimental and control groups are presented on 
the same graph a comparison between the two groups can be readily 
ascertainedo 
Summary of analysis on the Story Completion Study.-- When 
the content of aggressive imagry was classified according to 
need aggression, receiving aggression, instrumental activity with 
its subdivisions of instrumental aggression, instrumental non-
aggression, and instrumental displaced aggression, anticipated 
outcome (- or +) and feelings (- or +) the results were similar 
to those on Figure 3. 
No significant difference was found in the aggressive con-
tent of the stories after the presentation of the experimentally 
induced frustration to the group undergoing the experiment. As 
can be seen from Figure 3, the most extreme changes in the aggres1-
l
sive content of the stories occurred in the control group which 
was not subjected to the experimentally induced frustration. 
Whether or not this is a change in response on second taking, a 
difference in environment external .to the story or a chance varil-
tion is unknown. 
Summary of analysis.-- On neither the Rosenzweig Picture-
- · Frustration Study nor the Story Completion Study was there any 
! 
II 
!! 
statistically significant change in aggressive imagry after the 
presentation of the experimentally induced frustration. Whether 
whatever change that did occur was due to the ex~erimental situa-
80 
tion or to causes other than the experimental situation is un-
known. 
After studying the analysis of the results from .the Rosen -
weig Picture-Frustration Study and the Story Completion Study 
four possible conclusions were reached. 
1. mhe basic hypothesis underlying this study is that 
aggression is caused by frustration. If this hypoth-
esis is true, then it must be concluded that the at-
tempt to create a frustrating situation was a failure 
since there was no appreciable consistent increase in 
aggressive level indicated by the scores on either thE 
Rosenzweig Picture-Frustration Study or the Story Com-
pletion S-tudy. 
2. The second possible conclusion is that, if the result! 
of this study are true, the basic hypothesis that ag-
gression is caused by frustration must be false. How-
ever, the design of the study doesn't provide a test 
of the hypothesis, nor sufficient evidence to reject 
the hypothesis. As has already been indicated much 
research has been done concerning aggression and its 
relationship to frustration. Therefore, the weight o 
available findings would strongly indicate that the 
fault lies within the experiment, and not the hypoth-
e esis. 
3. The third possibility is that the measuring instru-
menta were ineffective in measuring aggression. This 
I 
,, 
I. 
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conclusion appears more likely. In as much as the 
children appeared anxious and concerned about their 
work during the process of the experiment, one would 
anticipate increase in aggressive response. This fac 
tor should have caused an increase in expressions of 
aggression on the post-frustration administration of 
the studies. Thus, the children we~e either unable t 
express their feelings of aggression in the manner an 
according to the methods required by the studies or 
else they expressed themselves openly and overtly 
through various acts and maneuvers in the classroom 
and did not utilize this outlet for their aggressive 
feelings. 
4. The fourth possibility is that the frustration level 
of the class was so high that a saturation point had 
been already reached and the experimentally induced 
frustration just added frustration to frustration. 
Therefore, if there was any increase in aggression 
this increase !as so slight as to be insignificant. 
In general, then, it must be concluded that according to 
• the results of the Rosenzweig Picture-Frustration Study and the 
Story Completion Study, the experimentally induced frustration 
produced no significant measurable change in the aggressive leve 
e of the children who underwent the experiment. 
I 
II 
I 
,j 
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CHAPTER V 
SUJ.VlM.ARY 
The purpose of the study.-- The purpose of this study was 
to ascertain if a measurable increase in aggression could be pro-
1 
duced in a classroom situation by means of experimentally inducec 
frustration. 
The method of the study.-- One classroom of 30 fourth 
grade children were used as the subject of this experiment and 
another fourth grade classroom of 30 children was used as a con-
trol group •. The study was concerned with producing aggression bj 
inducing frustration experimentally to the children undergoing 
the experiment. 
The investigation was carried out by giving both the ex-
perimental and control group of children two measures, the Rosen-
zweig Picture-Frustration Study and a Story Completion Study. 
Approximately three weeks after the initial administration of 
these studies, a week of experimentally induced frustration was 
carried out in the class subject to the experiment. This con-
sisted o:f introducing academic work, particularly in arithmetic 
and spelling, and establishing learning situations that were be-
yong the child's ability to achieve. After this period of exper-
imentally induced frustration, the measures were again adminis-
tered to both the experimental and control groups. 
The results of the study.-- An analysis of the data from 
83 I 
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both studies showed no significant change in aggressive response 
after the subjects of the study had undergone a period of exper-
imentally induced frustration. 
It was, therefore, concluded that,(l) If the hypothesis, 
that aggression is caused by frustration is correct, then the 
experiment was not successful in its efforts to frustrate the 
children. (2) On the other hand, if the results of the experi-
ment are true, and aggression is not increased to a measurable 
degree by additional frustration, then the hypothesis must be 
incorrect. (3) The third possibility is that the measuring in-
struments used for the study failed to measure the aggression of 
the children. To one observing the experiment it appeared that 
the children were anxious and concerned with their inability to 
understand and co~rectly accomplish the academic task involved i 
the experiment. (4) The fourth possible conclusion is that the 
frustration level of the class was already so high that_addition 
al frustration failed to produce any measurable increase in ag-
gressive level. 
Hence, no specific and final conclusion can be reached in 
this study except to say that according to the measuring instru-
ments used, the Rosenzweig Picture-Frustration Study and the 
Story Completion Study, no measurable change in aggression was 
noted. 
Aggression, as with many other personality variables, is 
a difficult factor to measure and about which to obtain valid an~ 
I reliable data. It will take much additional study and research 
84 
before any definite findings and statistics can be recorded. 
Limitations of the study.-- There are many limitations to 
this study. The sampling used in the experiment is small, being 
<, 
limited to one classroom of fourth grade children in a single 
elementary school. 
The data is based entirely upon an analysis of the result 
of the measuring instruments used in the experiment. Though in-
creased aggressive behavior was observed and noted during the 
course of the experiment, no statistical information was kept. 
In addition, the children involved all came from approxi-
mately the same socioeconomic background and, therefore, the 
results of the study might not be true for those of a different 
socioeconomic background. Hence, any findings in this study can· 
not be generalized beyond their frame of reference. 
Suggestions for further research.-- Much additional re-
search is needed on the subject. It would be valuable to conduc 
a similar experiment using the same measures but allowing a 
greater period of time to lapse between the first and second 
measure of the study in order to 
been a carry-over through memory 
ascertain if there might have II 
of previous responses. A greatj 
er period of time between the first and second administration of 
the study should lessen this likelihood. 
Also further study of a similar nature in a community 
where the children are of a different socioeconomic extraction 
would permit comparison of results and ability to see if aggres-
sive level was affected by this factore 
85 
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Chronological age is another factor that ·may have some 
bearing upon the child's ability to express aggressive feelings 
in writing. Therefore, research needs to be done to determine if 
the age of the subjects might have some bearing upon the ability 
to express aggression through paper and pencil techniques. 
Perhaps a higher degree of aggression would have been 
measured in this study if the experimentally induced frustration 
had been extended to include the physical education period since 
this is a period which seems to be enjoyed by all the children. 
This could have been included in the experiment by depriving the !1 
children of their physical education period and terming it a I 
punishment for their poor academic scholarship. It was felt thatl 
in this experiment perhaps the daily physical education period 
could have been used as a means for release of aggressive feel-
ings which otherwise would have sought release by some other 
means and would possibly have found recorded expression on the 
measures used in the study. 
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.APPENDIX 
ame --------------------------------------- Date ----------------
1. A child has just finished building a snowman. Some children 
come and knock it down. As you write your story tell what is 
being said or thought. Tell how the person feels, and tell 
what will happen. 
The child thought the children were mean. The child is 
sad. He goes in and tells his mother. 
2. A child has just gotten his report card and the grades are 
not as good as had been expected •. As you write .your story 
tell what is being said or thought. Tell how the person 
feels and tell what will happen. 
,-
He feels very bad. His mother gives him a spanking. 
3o Two children received gifts from their parents. The older 
child thinks the younger child received the nicest gift. As 
you write your story tell what is being said or thought. Tell 
how the person feels, and tell what will happen. 
You have a better gift than I do. I hate you. Bang! 
Bang! Now you are dead. 
4. A child is in the classroom after the rest of the children 
have gone home. He did not have his work completed for the 
day. As you write your story tell what is being said or 
thought. Tell how the person feels, and tell what will 
happen. 
The child thought he had better hurry. I want to go out 
to play he said. 
5. A mother and her child are talking. The mother looks·angry. 
As you write your story tell what is being said or thought. 
Tell how the person feels, and tell what will happeno 
I wish my mother would stop yelling. I feel very sad. 
My mother will hit me. 
I 
• • 
i 
I 
-
l 
l 
I RECORD BLANK FOR THE STORY COMPLETION STUDY 
I 
Subject Story INSTRUMENTAL ANTICIPATED FEELINGS I 
Number Number IMAGRY ACTIVITY OUTCOME 
I Aggr. Unrel. N.Aggr. Rec.Aggr. Iag. Ina. Ida -,+ - + -I 
l l. v v 
-:: v v v 
':l • v v v 
i. • v 
!Total 
5. v v v 
I 
I 
., 
, 
" I 
I 
I 
i 
Name 
----------------~--------------
Age 9.6 Birthday 
-----------
Address Grade 4 
----------------------------- ---------------------------
Institution Present Date Jan. 9, 1956 
---------------------------
ROSENZWEIG P-F STUDY 
(Form for Children) 
Instructions 
We are going to play a game. Here are some pictures of 
people doing and saying different things. Look at the pictures one 
at a time. One person is always shown talking. Read what that 
person is saying. Then write in the empty space what you think 
the boy or girl in the picture would answer. The answer you give 
should be the first thing you think of. Work as fast as you can. 
Copyright, 1948, by Saul Rosenzweig 
I gave the vlby didn It YOU Mommy said I 
save any for me Give back could play last one to 
my scooter. with it. "' 
your brother 
2 
But -why did I'm sorry I I -vrill ask 
I didn't mean you? Dad to fix it. cannot fix 
to tell on you. 
your truck. 
4 
f I were a rich 
Hhy don't you 
an I could buy \rork longer? 
ou. 
You are a I was going to 
bad child. give them to my 
You picked teacher. 
.,,,,,.,, .. ,,, 
~? 
,'fer 
You are too 
little to 
play with us • 
You broke my 
best doll. 
I am not. 
'' 'llllfu 
Ill 
6 
I am sorry. 
' 
I won the No they aren't. I'm sorry I That is all I caught These kids were Watching TV. 
right. I picking apples What are game. These had to send you at it 
are mine. 1 too. you doing? you to bed. this time. 
13 
The baby I am not. Then where can Be quiet! No, but I got a Then tell her Did you hurt You are should not I play? Mother wants sore back. to give it back. yourself? a sissy. have taken 
to sleep. 
your ball. 
12. 
We are going O.K. 
out. Go to 
sleep. 
Your bed is I spilt water on 
wet again. 
You are more it. 
of a baby 
than your 
little 
brother. 
19 
I'm not going 
to ask you to 
my birthday 
party. 
I'm sorry. 
I pushed 
your marble 
by mistake. 
• 0 
0 oO 0 
I don't care. 
18 
Then don't do 
it again. 
I'm going to You are not. 
keep the swing 
all afternoon. 
,,, 
··'·' ,,, 
It's too 
'" '
,, 
•• 
l.\ 
Will you heat it? 
bad that the 
soup is cold 
I wasn't 
You are late dressed in time. 
for school. 
Your hands O.K. 
are not 
clean. You 
must wash 
them before 
you take a 
book. 
2.4 
RmORD BLANK FOR THE BOSDZWEIG P-F STUDY-FORM FOR CHILDRm 
Name~----------------------------
Sex Male 
A.ge 6 
.;. 4· 
.;. s. 
1-L, 
tl:. 
t.L. 
.;. 9. 
-10. 
0-D 
M' 
Ef 
•• 
Item Scores 
&-D 
1?.' E 
E E 
E )( 
E 
]._ I 
I I 
I 
I 
~ K 
I 
e 
E 
e e 
I 
e 
)( 
Total 
i 
s 
Date of 'rest Jan. 9, 1956 
Duration of Test~---------
Examiner. ___________ ~ 
Profile ~ Deviation Pattern 
o-D FrD N-P Total % 
~ 
0 ll.5 4 15.5 64 
0 3.5 0 3.5 14 
? . Q 2 5 21 
-
3 15 6 24 99 
1Z 62 25 99 
8-1 Patterns Trends 
flli 
1-lli 
.;.!b 
,L15. 
-16. 
-·20. 
:!l! 
E:::L 
Mt )(I 
MtE' ,It 
E' 
E 
E 
E 
I 
)(t 
G C R:: 17 
e Jl. 
E 
E;l 
E,K e 
m m 
E 
I 
},( 
E 
I 
)( e • 
m m 
70 % -
-
$ E= 4 = 16 1. 
-
!~ z - 8 % 2. -
~+l· 2 • 8 % 3. 
·lt.:._5E ~ 7.5 = 31 % 4. 
-1·5 2 
-I• 1.5-. 6 % s. 
-
.5 z:_ Total. Pattern 
K+l = 3 - 12 % 
-. ~ 
Couments 
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